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ABSTRACT

CONNECTING STAFF DEVELOPMENT TO TEACHER IMPROVEMENT: A
CASE STUDY OF AN IN-SERVICE TEACHER EDUCATION PROGRAM
FOR ENGLISH TEACHERS

Sahin, Iclal
Ph.D., Department of Educational Sciences
Supervisor: Prof. Dr. Ali Yildirim

September 2012, 317 pages

The aim of this study was to investigate the impact of a staff
development program designed through the cascade-training model by the MoNE
on primary school English teachers and their actual classroom practices. In line
with this, it aimed to establish a connection between aspects of planning,
implementation, and evaluation of staff development and their impact on teachers
and students. A qualitative case study was employed and data were collected from
10 teachers, eight teacher trainers, and three faculty members through semi-
structured interviews. Moreover, 23-hour seminar and 50-hour classroom
observations were conducted, and the documents related to the seminar and actual
classroom practices of the teachers were analyzed to complement the interview
findings.

The results indicated that the effective practices (e.g., use of participant-
centered approaches, English as the medium of instruction, practical ideas and
suggestions and course book based activities) and ineffective practices (e.g., lack
of needs assessment, traditional way of session delivery, and lack of follow-up)

employed in the planning, implementation and evaluation phases of staff
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development had an impact on teachers' (1) pedagogical beliefs, (2) pedagogical
content knowledge, (3) actual classroom practices, (4) personal and professional
growth, and (5) students. The findings further revealed that these five levels of
impact interacted with each other based on the characteristics of the teachers
(teaching experience and gender), their motivation, self-concepts, and the teacher
education programs they attended.

Keywords: Staff Development, In-service Education, Teacher Education, Teacher
Improvement, Case Study.



0z

HiZMET iCi EGITIMIN OGRETMEN GELISIMINE ETKiSi: INGILiZCE
OGRETMENLER] ICIN DUZENLENEN BiR HIZMET iCi EGITiM
PROGRAMI UZERINE DURUM CALISMASI

Sahin, Iclal
Doktora, Egitim Bilimleri B6limii

Tez Toneticisi: Prof. Dr. Ali Yildirim

Eylul 2012, 317 sayfa

Bu aragtirmanm amaci1 Milli Egitim Bakanlig1 tarafindan piramit egitim
modeli kullanilarak diizenlenen bir hizmet i¢i egitim programmin ilkdgretim
Ingilizce dgretmenleri ve bu &gretmenlerin smif i¢i uygulamalari iizerindeki
etkisini arastirmaktir. Bu baglamda, bu arastirma, hizmet i¢i egitim programinin
planlama, uygulama ve degerlendirme boyutu ile bu programin 6gretmenler ve
ogrenciler lizerindeki etkisi arasindaki iligkiyi irdelemektedir. Arastirmada, nitel
arastrma yaklasimiyla uyumlu olan durum caligmasi deseni kullanilarak, 10
ogretmen, sekiz formator dgretmen ve U¢ akademisyenden yari yapilandirilmis
goriismeler ile veri toplanmustir. Goriismelere ek olarak, 23 saat seminer ve 50
saat sinif gozlemi yapilmig; seminerlerle ilgili ve Ogretmenlerin smif igi
uygulamalarma yonelik dokiimanlar analiz edilmistir.

Aragtirma sonuglari, hizmet i¢i egitimin planlama, uygulama ve
degerlendirme siireglerinde ise kosulan etkili uygulamalarm (6rn. katilimer odakl
yaklagimlarin ~ kullanimi, Ingilizce'nin iletisim dili olarak kullanilmasi,

uygulanabilir fikirler ve onerilerin sunulmasi ve ders kitab1 kaynakli etkinliklerin
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yapilmasi) ve etkili olmayan uygulamalarin (ihtiya¢ analizinin yapilmamis
olmasi, oturumlarin geleneksel yaklagimlarla sunulmasi ve seminer sonrasi takip
sisteminin bulunmamasi) 6gretmenlerin (1) pedagojik inancglari, (2) pedagojik
alan bilgileri, (3) smif i¢i uygulamalari, (4) kisisel ve mesleki gelisimleri ve (5)
ogrencileri tlizerinde etkiye sahip oldugunu gostermektedir. Bulgular ayrica, bu
bes alandaki etkinin Ogretmen Ozellikleri (6gretmenlik deneyimi ve cinsiyet),
Ogretmenlerin motivasyon diizeyleri, 6z benlik algilari, ve mezun olduklari lisans

programina bagli olarak birbiriyle etkilesim i¢inde oldugunu ortaya koymaktadir.

Anahtar kelimeler: Hizmet I¢i Egitim, Ogretmen Egitimi, Ogretmen Gelisimi,

Durum Calismasi
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CHAPTER |

INTRODUCTION

Change that emanates from teachers lasts until they find a better way.
Roland Barth, Improving Schools From Within

This chapter provides a background to the study highlighting the role of
effective staff development processes in enhancing the quality of education and
contributing to the success of educational reforms. It revolves around the three-
way relation between curriculum change, staff development, and most importantly
teachers as change agents. It also presents a brief description of the primary
school curriculum change in Turkey with a specific emphasis on how English
language teaching curriculum has changed. Parallel with the curriculum change, it
continues with a brief description of the staff development programs organized
nationwide by the MoNE to introduce the curriculum change to English teachers.
After providing the background to the study, the chapter presents the purpose and
the research questions of the study. It concludes with the significance of the study
to the field, which is followed by the definitions of the terms that are frequently

used throughout the study.

1.1. Background to the Study

Enhancing the quality of education has been one of the most significant
discussions throughout the history of education (Huber, 2011). This discussion
has manifested itself in an increasing emphasis on staff development (Guskey,
2000). Elmore (2002) defines staff development as "the set of knowledge- and

skill-building activities that raise the capacity of teachers and administrators to

1



respond to external demands and to engage in the improvement of practice and
performance” (p.13). This highlights the notion that an increasing need for staff
development has been initially characterized with the changes in the knowledge
base (Craft 2000; Darling-Hammond & Bransford, 2005; Guskey, 2000). Guskey
(2000) states that providing the teachers with staff development opportunities is
necessary as "Our knowledge base in education is growing rapidly, and so, too, is
the knowledge base in nearly every subject area and academic discipline,” (p.3)
which suggests that “Like practitioners in the other professional fields, educators
must keep abreast of this emerging knowledge and must be prepared to use it to
continually refine their conceptual and craft skills" (p.3). In line with this,
effective staff development will undoubtedly enable the teachers to build on the
knowledge and skills they gained through pre-service education. Odabasi-Cimer,
Cakir and Cimer (2010) further emphasize the role of staff development in
increasing the effectiveness of pre-service education. They assert that "there is no
pre-service education or training programme that can offer a codified body of
knowledge or recipe to warrant success during the teaching career in different
contexts” (p.31). Similarly, an OECD report (1998) elaborates on the

complementary nature of staff development as follows:

Pre-service training cannot, of itself, be expected to prepare teachers
fully to meet these rising expectations, especially against the background
of a rapidly changing social, economic, and educational environment. It
has to be supplemented by ongoing in-service training and professional
development if the ideal of lifelong learning is to be realized for
members of the teaching profession. (p.17)

The recent research has revealed that changes in the knowledge base
have also surfaced the rising needs and expectations of students which could be
fully realized if the teachers benefit from the effective staff development
opportunities (Darling-Hammond & Bransford, 2005). Staff development raises
the capacity of the teachers (Elmore, 2002) through updating their knowledge and
skills, which is expected to increase student learning as well (Darling-Hammond
& Bransford, 2005; Fitchman-Dana & Yendol-Hoppey, 2008; Guskey, 2000). In

the same vein, Guskey (2000) highlights the relation between staff development
2



and student learning by stating that ‘“Teacher knowledge and practices are the
most immediate and most significant outcomes of any professional development
effort. They also are the primary factors influencing the relationship between
professional development and improvements in student learning” (p.75). This
apparently indicates that if teachers transform the knowledge and skills gained
through effective staff development programs, a potential increase in students’
attitudes and achievement could be assumed (Guskey, 2000; Joyce and Showers,
2002; Villegas-Reimers, 2003).

Besides enabling the teachers to keep up with the developments in the
rapidly changing world (Guskey, 2000; Darling-Hammond & Bransford, 2005;
Villegas-Reimers, 2003), and increasing student learning (Darling-Hammond &
Bransford, 2005; Fitchman-Dana & Yendol-Hoppey, 2008; Guskey, 2000), staff
development also contributes to the implementation of educational reforms in a
significant way (Guskey, 2000; Little, 2001; Villegas-Reimers, 2003). It is widely
seen that the effort of increasing the quality of education has manifested itself in a
number of educational reforms all around the world. However, "although many
societies are engaging in serious and promising educational reforms” (Villegas-
Reimers, 2003, p.7), the literature also reveals published failure reform stories
(Guskey, 2000). What generally makes the educational reforms succeed or fail is
twofold. In the first place, the perceived role of the teachers within the framework
of reform plays a crucial role in its success. The research reveals that although the
teachers are the ones who are expected to transform the reforms into classroom,
they do not have a voice when it comes to initiate educational reforms (Apple &
Jungck, 1993; Cohn & Cottkamp, 1993; Guskey, 2000). The general tendency to
regard the teachers only the implementers of the reforms weakens the boundaries
of the reform movements. Indeed, the teachers are "both subjects and objects of
change” (Villegas-Reimers, 2000, p.7), which shows that educational reforms that
consider the role of the teacher as an implementer and a change agent
simultaneously (Guskey, 2000; OECD, 2011) are more likely to succeed
compared to those where the teachers are considered only the implementers of the

reforms.



Educational reforms mostly require the teachers "to transform their roles
and take on new responsibilities” (Guskey, 2000, p.3). However, this
transformation process could be quite tough. “Inevitably, whether a change is
mandated or voluntarily endorsed, teachers have a considerable amount of
discretion as to whether they implement the change in their classrooms”
(Richardson & Placier, 2001, p.909). In fact, teachers' interpretation of the
reforms plays a significant role in their decision to transform new roles. This is
further supported by Little (2001) who asserts that "However reform proposals are
portrayed in documents or by their advocates inside and outside the school, they
are subject to individual, collective, and institutional interpretations” (p.28).
Similarly, Hopkins and Lewin (as cited in Aksit, 2007) claim that “whether
curricular or structural, or whether initiated internally or externally, there is no
guarantee that practice follows policy” (p.136). How the teachers enact the
intended curriculum also depends on their willingness. The research has revealed
that possibly correct interpretation of the reform is not always an indicator of the
implementation. To illustrate, in a study conducted by Ayas et al. (as cited in
Odabasi-Cimer, Cakir & Cimer, 2007) who investigated the effectiveness of in-
service teacher education provided by the MoNE in Turkey, it was found that
although the teachers "may seem to understand the requirements of changes, they
may not implement them in the classroom™ (p.32). This draws attention to the fact
that teachers are the only implementers and change agents in the classroom, and
the success or a failure of the reforms rests on the teachers.

Staff development has been regarded as a key factor in encouraging the
teachers to develop new roles complementing the educational reforms (Dilworth
& Imig, 1995; Fullan & Hargreaves, 1992; Guskey, 2000; Villegas-Reimers,
2003). At this point, Villegas-Reimers (2003) defines the relation between staff
development and educational reforms as a two-way, reciprocal relation. She
elaborates on this by asserting that "Educational reforms that do not include
teachers and their professional development have not been successful (p.24). This
clearly shows that staff development plays a crucial role in enabling the teachers
to interpret the reform, gain an understanding of the rationale behind it, and

develop skills and competencies to transform it to their instructional practices. As
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a matter of fact, the role of staff development is to initiate teacher change.
Richardson and Placier (2001) define teacher change as “learning, development,
socialization, growth, improvement, implementation of something new or
different, cognitive and affective change, and self-study” (p.905). In line with this,
staff development is expected to contribute to these dimensions one way or
another, which makes teacher change an expected component of any staff
development activity.

It is also crucial to note that the existence of a staff development program
does not guarantee the success of an educational reform if it is not planned,
implemented, evaluated, and supported in an efficient way. This is further
supported by Villegas-Reimers (2003) who points out that "Professional
development initiatives that have not been embedded in some form of reform of
structures and policies have not been successful, either" (p.24). Similarly, Little
(2001) asserts that "The success or failure of reform commonly points to the
contributions or shortcomings of formal staff development™ (p.3). This concern
has manifested itself in a number of studies investigating the effective and
ineffective staff development processes to better the quality of education. These
studies include but not limited to the following: Corcoran (1995); Garet, Porter,
Desimone, Birman, and Yoon (2001); Guskey (1995); Munby, Ogilvie, and
Sutton (1987); Wei, Darling-Hammond, Andree, Richardson, and Orphanos
(2009). So far, this chapter has presented and discussed the role of staff
development in enhancing the knowledge base of the teachers, increasing
students' learning, and most importantly, contributing to the success of the
educational reforms, all of which are closely related to each other in terms of
increasing the quality of education through teacher change. Considering the
increasing number of countries which implement educational reforms, it is of
great importance to integrate staff development into the reform process to initiate
teacher change and maximize the success of the reforms.

Turkey is one of the countries which has witnessed an educational reform
in the recent decade. In line with the translation of the educational reform into the
national curriculum during the academic year of 2004-2005, the primary and

secondary school curricula have changed significantly, and a shift towards a
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constructivist way of teaching has characterized the curricula and the textbooks
since then. Among some of the reasons that initiated the curriculum reform were
noted as keeping up with the scientific and technologic developments as well as
the developments in teaching and learning processes; increasing quality and
equality; and providing program unity for the eight year basic education.
Moreover, disappointing results of the international studies such as PISA,
TIMMS-R and PIRLS were among the reasons calling for a reform in the
curricula (MoNE, 2004).

The primary and secondary school English curriculum is one of the
curricula that was developed based on the changes in the national curriculum. In
line with the objectives of the curriculum reform, the goals, content, instructional
activities, instructional materials, and assessment tools were redesigned. With an
aim to establish integrity among the 4" 5" 6™ 7" and 8" grades, a spiral
curriculum was used so that English learners could be exposed to the same
concept more than once. Apart from this, a process oriented approach to language
teaching was employed. Thus, the changes made in the English curriculum
necessitated the teachers to employ communicative language teaching and eclectic
method in their classes to improve the communicative competence of the students.
In line with this, the use of the target language (L2) and exploitation of the
integrated skills and four main skills in class were highlighted along with the use
of communicative activities in the new English curriculum. Moreover, alternative
assessment was integrated to the language teaching and learning process, and
student outputs were made a part of the assessment process respectively. Besides
this, curriculum guidelines were prepared in detail, and sample activities that the
teachers could utilize in class (e.g., songs, games, role plays, visualization) were
provided in these guidelines. The guidelines included some tips and strategies
(e.g., how to encourage self-correction) that the teachers could use in class
(MoNE, 2006).

The interest of the researchers on the implementation of the reform has
manifested itself in a number of studies both in ELT and in general primary
school courses. The results of some of these studies indicated a need for staff

development to enable the teachers to implement the intended -curricula
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successfully (e.g., Buyiukduman, 2005; Topkaya & Kiugik, 2010). In fact, an
increase in the demand for learning English and the number of English teachers
had already revealed a need for staff development (Wallace, 1991; Williams,
1994) all around the world when the curriculum reform was introduced. However,
this need was magnified by the implementation of the educational reform in
Turkey.

Parallel with the curriculum reform, there have been some staff
development programs organized by the Ministry of National Education (MoNE)
to introduce the new English curriculum to English teachers. The most
comprehensive in-service teacher education programs started as of 2009. This
program aimed to reach all English teachers working for the MoNE all around
Turkey through one-week local INSET seminars. However, considering the
difficulty of training approximately 48.000 English teachers in a short time, a
nation-wide staff development program was conducted through the cascade
training model. Cascade training model “involves individual teachers attending
‘training events’ and then cascading or disseminating the information to
colleagues” (Kennedy, 2005, p.235). In line with this, two groups of selected
English teachers were trained through two trainer training programs (TTPs) which
were organized in 2009 and 2010 successively. Simultaneously with the second
TTP, the local INSET seminars started in 2010 all around Turkey to introduce the
new curriculum to the English teachers and enable them to implement the
intended curriculum efficiently. However, how the teachers transformed the
knowledge and skills into their teaching practices, and if the cascade training
model worked has remained unexplored, which needs further attention to improve
related policies and practices.

There is a number of studies carried out on staff development in ELT in
Turkey. Most of these studies were conducted at a university setting. These
studies mainly investigated either the needs and/or perceptions of the language
instructors regarding staff development (e.g., Onkol, 2011; Ozen, 1997) and/or
evaluated the effectiveness of the staff development programs (e.g., Turkay-
Altinkamig, 2000; Daloglu, 1996; Sahin, 2006; San, 1998). However, the number

of the studies conducted on staff development in ELT for English teachers by the
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MoNE is quite limited. These studies focused on either the identification of the
INSET training needs of the teachers (e.g., Karaca, 1999; Kayhan, 1999; Misirli,
2011) and/or evaluation of staff development programs in terms of their
effectiveness (e.g., Unal, 2010). Moreover, most of these studies were conducted
before the educational reform and mainly adapted quantitative data collection
tools. The ones that employed a mixed design made use of interviews and rarely
document analysis, but no research has been found to follow the teachers' after
seminar classroom practices through actual classroom observations. Accordingly,
there is a gap in the literature pertaining to the connection between staff
development programs and actual classroom practices of English teachers and
performances of their students after staff development in Turkey. Understanding
the impact of staff development on teachers and their teaching is of crucial
importance to contribute to the sustainability of the staff development programs

and increase the quality of English language teaching.

1.2. Purpose of the Study
The purpose of the study is to investigate the impact of a local INSET
seminar for English teachers by the MoNE on teachers and their actual classroom
practices. In line with this, the present study focuses on planning, implementation,
evaluation, and impact of a local INSET seminar designed through the cascade
training model with an aim to investigate the connection of the first three aspects
to that of impact. Thus, this study aims to answer the following research
questions.
RQ1: How are the in-service teacher education programs for English
teachers by the MoNE planned?
RQ2: How are the in-service teacher education programs for English
teachers by the MoNE implemented?
RQ3: How are the in-service teacher education programs for English
teachers by the MoNE evaluated?
RQ4: What impact does in-service education have on English teachers and

their teaching practices?



4.1. What types of in-service teacher education practices lead to better
performance for teachers and students?

4.2. What types of in-service teacher education practices are less
effective in improving the performance of teachers and students?

4.3. What differences are there among teachers in implementing the

learning experiences they gained in in-service teacher education?

1.3.  Significance of the Study

This study is significant in many ways. Firstly, as mentioned earlier in
the chapter, there has been a limited number of studies carried out on staff
development programs organized by the MoNE specifically for English teachers.
These studies focused on either the identification of the INSET training needs of
the teachers and/or evaluation of staff development programs in terms of their
short-run effectiveness through the use of mostly quantitative data collection
tools. However, there has been no study investigating the connection between
planning, implementation and evaluation phases of staff development to that of
impact. Most importantly, actual classroom observations seem to have not been
utilized in any study to track over the after seminar practices of English teachers.
In this respect, this study is likely to provide significant insights into the link
between staff development and its impact on English teachers and their classroom
practices.

Secondly, this is also the first study conducted in Turkey which provides
insights on three stages of cascading, and investigates the connection between the
TTPs and the local INSET seminars respectively. Accordingly, it bridges the gap
between the cascade training model and its impact on teachers and their teaching
practices. In addition, it provides insights into the effective and ineffective
practices of a cascade training model in a country where English is taught as a
foreign language. Considering that the cascade training model has been
increasingly used to complement the educational reforms all around the world, if
and how they initiate teacher change forms the backbone of this study. If staff

development practitioners take the results of this study into consideration prior to



commencing a cascade training model especially in an EFL setting, they could
enhance the quality and effectiveness of the trainings.

Thirdly, the study provides the key stakeholders, decision makers, and
staff development practitioners with the effective and ineffective principles of
staff development in ELT in Turkey. Developing an in-depth understanding of the
effects of planning, implementation, and evaluation of staff development on
teachers and their actual training practices will enable the staff development
practitioners to develop insights on what constitutes an effective staff
development program for English teachers. Thus, they could design more
effective INSET programs, which will help restructuring current in-service
training practices of the MoNE.

Finally, this study also presents the problems the teachers encounter
when they want to translate the input they have received in staff development
programs into their classroom practices. Identification of the problems could
enable the authorities to establish certain strategies to deal with these problems at
a national level. This could increase the success of the educational reforms and
contribute to the quality of education.

Last but not the least, the findings of this study calls for a nationwide
coaching unit which provides support, guidance, and encouragement to English
teachers so that they could teach English more efficiently. The results of this
study, if taken into consideration, could serve as a basis to introduce a coaching

unit in each city for English teachers.

1.4. Definition of Terms

Staff Development: In this study, staff development, professional development,
and in-service teacher education will be used interchangeably to talk about the
“processes and activities designed to enhance the professional knowledge, skills,
and attitudes of educators so that they might, in turn, improve the learning of
students” (Guskey, 2000, p.16).

Cascade Training Model: Cascade training model is “individual teachers

attending ‘training events’ and then cascading or disseminating the information to
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colleagues” (Kennedy, 2005, p.235). In this study, it has been used to describe
how the staff development programs organized for the English teachers by the
MoNE have been designed.

Trainer Training Program (TTP): TTP is the first stage of cascading. It refers
to training English teachers so that they could train other English teachers later.
Two TTPs were held in 2009 and 2010 successively making them the first and the
second TTPs respectively.

First Generation Teacher Trainer (FGTT): The first generation teacher trainers
(FGTTSs) are the first group of English teachers who were trained through the first
TTP.

Second Generation Teacher Trainer (SGTT): The second generation teacher
trainers (SGTTs) are the second group of English teachers who were trained
through the second TTP. What makes them the second generation is that they
were trained mostly by the FGTTs.

Local INSET Seminar: The local INSET seminar is a one-week staff

development program organized for English teachers at a city level. The teacher
trainers involved in the local INSET seminars are both FGTTs and SGTTs.
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CHAPTER I

REVIEW OF LITERATURE

It would be so nice if something made sense for a change.
(Lewis Carroll, Alice in Wonderland)

This chapter presents the review of literature on staff development and
teacher change. It revolves around staff development, cascade training model,
effective staff development processes, and the relation between staff development
and teacher change. After focusing on the relevant literature on the
aforementioned points, the chapter presents the research conducted on staff
development and teacher change to better portray the relationship existing
between the provision of staff development and the type and level of impact on
teachers and their instructional practices. The chapter concludes with a summary

of the literature review.

2.1. Conceptual Framework for Staff Development

Central to the entire discipline of education is the concept of staff
development. A considerable amount of literature has been published on staff
development. The term staff development is used synonymously with professional
development, in-service education, and in-service training. Although it is a
commonly used term in education, it is still a concept difficult to define precisely.
A very broad definition is offered by Villegas-Reimers (2003) who defines staff
development as “the development of a person in his or her professional role”
(p.11). This definition highlights the contributions of staff development to the

development of individuals in their profession. The relation between staff
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development and its potential effects on students are overtly reflected in some of
the definitions offered for staff development as well. Guskey (2002) suggests a
narrower definition compared to Villegas-Reimers (2003) and describes the staff
development programs as "systematic efforts to bring about change in the
classroom practices of teachers, in their attitudes and beliefs, and in the learning
outcomes of students™ (p.381). Similarly, NJEA (2009) defines staff development
as “comprehensive, sustained and intensive approach to improving teachers’ and
administrators’ effectiveness in raising student achievement” (p.1). When
analyzed carefully, the commonalities existing between the definitions could be
noted as increasing the capacity and performance of teachers, and in turn
enhancing student learning.

Parallel with the definitions discussed here, a growing body of literature
on development of teachers has revealed that staff development has a significant
contribution on teachers' beliefs and instructional practices, students' learning, and
educational reforms (Villegas-Reimers, 2003), which will be explained
throughout the chapter in detail. In this study, staff development, professional
development, and in-service teacher education will be used interchangeably to talk
about the “processes and activities designed to enhance the professional
knowledge, skills, and attitudes of educators so that they might, in turn, improve

the learning of students” (Guskey, 2000, p.16).

2.2. Models of Staff Development

There are various models employed to provide the teachers with staff
development opportunities. Guskey (2000) states that "New views of professional
development have led to new professional models and designs™ (p.22). In line
with this, various classifications of the models are used. Guskey (2000) classifies
the major models of staff development into seven categories: (a) training, (b)
Observation/assessment, (¢) Involvement in a development/improvement process,
(d) Study groups, () inquiry/action research, (f) individually guides activities, and
(g) mentoring.

Another classification of the staff development models is offered by

Villegas-Reimers (2003) who has conducted an international review of literature
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about teacher professional development. As demonstrated in Table 2.1, she groups
the models into two categories, namely, organizational partnership models and
small group or individual models. She states that the models in the first group
"require and imply certain organizational or institutional partnership in order to be
effective™ (p.70). Within this group are university-school partnerships, teachers'
networks, and distance education. On the contrary, the models in the second group
focus on the implementation on a smaller scale. Some of the models which are
grouped under the second category are case-based studies, action research,
seminars, coaching, and portfolios.

Table 2.1
Models and Types of Teacher Professional Development

Organizational partnership models Small group or individual models

Professional development schools Supervision: traditional and clinical
Other university-school partnerships Students’ performance assessment
Other inter-institutional collaborations Workshops, seminars, courses, etc.

Schools’ networks Case-based study
Teachers’ networks Self-directed development
Distance education Co-operative or collegial development

Observation of excellent practice
Teachers’ participation in new roles
Skills-development model
Reflective models

Project-based models

Portfolios

Action research

Use of teachers’ narratives
Generational or cascade model
Coaching/mentoring

Note. From Teacher Professional Development: An International Review of the
Literature, (p.70), by E. Villegas-Reimers, 2003, Paris: UNESCO.

Tallerico (2005) divides the staff development models into five
categories based on the works of Sparks and Hirsch (1997) and Sparks and
Loucks-Horsley (1990). These models are (a) individually guided, (b)

collaborative problem solving, (c) observation and assessment of teaching, (d)
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trainings, and (e) action research. He uses the terms and models interchangeably
to talk about the design of staff development. The literature on staff development
has revealed that in-service teacher training (INSET) programs which are
common in all of the classifications presented above have been employed as the
most common way to provide staff development opportunities to teachers
(Guskey, 2000). It is considered as “the most efficient and cost-effective
professional development model for sharing ideas and information with large

groups of educators” (Guskey, 2000, p.23).

2.3. Cascade Training Model

Cascade training model, namely, training of trainers, (Villegas-Reimers,
2003) is one of the widely employed models of INSETS. It is generally used to
reach a great number of teachers through large scale trainings (Bax, 2002; Hayes,
2000; O’Donahue, 2010; Villegas-Reimers, 2003) with limited resources (Bax,
2002, Kennedy, 2005). The related literature reveals that cascade training models
have been typically used to train teachers to adapt to educational reforms and/or to
introduce a new innovation to teachers. Hayes (2000) states that “education
ministries often use the ‘cascade’ model to attempt to effect large-scale change at
the classroom level” (p.135). It “involves individual teachers attending ‘training
events’ and then cascading or disseminating the information to colleagues”
(Kennedy, 2005, p.235). Griffin (as cited in Villegas-Reimers, 2003) states that
"In this model, a first generation of teachers is trained or educated in a particular
topic or aspect of teaching or subject matter, and after a certain amount of time
becomes the educators of a second generation™ (p.115). This draws attention to the
role of careful planning and selection of the first generation of teacher trainers to
get most out of the trainings, which could continue the effectiveness of the
cascade training model "for up to three generations” (Villegas-Reimers, 2003,
p.115)

There are some limitations of the cascade training model rooting in the
nature of the cascade model itself. Firstly, Eraut (as cited in Thorburn, 2006)
states that “while a top-down model of cascading might work where simple

dissemination of information is required, it certainly does not appear to work
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when there is a need for a deeper pedagogical or professional development”
(p.364). Secondly, cascade models might overemphasize the content knowledge
while providing less focus on in which contexts that knowledge could be used
(Kennedy, 2005), which seems to be a serious drawback as teachers may not
develop understanding of how to transfer the knowledge and skills gained through
the training into their teaching practices. One other drawback of the cascade
training models is stated by Solomon and Tresman (1999). They state that the first
generation teachers might not pass down the underlying values of professional
development to the lower level of teachers. Accordingly, INSET programs
adapting the cascade training model have a lack of “beliefs built on values which
could then be put into professional action” (Solomon and Tresman, 1999, p. 314).
Finally, O’Donahue (2010) points out that "as training flows through the layers a
certain amount of quality and content is lost in transmission™ (p.6), which reveals
that knowledge and skills of the first generation teachers is significant in their
ability to pass trainings to the lower level teachers.

2.4. Effective Staff Development Principles

Identification of effective staff development principles is of crucial
importance in terms of bettering teachers' instructional practices, increasing
students' learning and enhancing the sustainability of staff development programs.
Craig, Kraft, and Plessis (1998) define the effective staff development programs
as those practices that contribute to quality of education through enhancing
teachers' classroom practices. Although, there has been an increasing interest in
the identification of effective staff development principles in recent years, there is
no consensus on the best practice in staff development (Corcoran, 1995).
However, some of the principles suggested by different authors seem to overlap
with each other. In this section, the effective staff development principles which
were found to have an impact on teachers, their instructional practices, and their
students will be presented.

Corcoran (1995) suggests eight 'guiding principles' for effective staff
development programs based on a comprehensive analysis of the related

literature. He states that effective staff development practices:
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stimulate and support site-based initiatives.

support teacher initiatives as well as school or district initiatives.

are grounded in knowledge about teaching.

model constructivist teaching.

offer intellectual, social and emotional engagement with ideas,
materials, and colleagues.

demonstrate respect for teachers as professionals and as adult learners.
provide for sufficient time and follow-up for teachers to master new
content and strategies to integrate them into their teaching.

are accessible and inclusive (p.3)

Guskey (1995) also offers a set of principles that could enhance the

effectiveness of the trainings. They are:

to recognize change as being both an individual and organizational
process

to think big, but start small

to work in teams to maintain support

to include room for feedback

to provide continuous follow-up and support

to integrate programs (p.127)

Next, Tallerico (2005) suggests two sets of principles to be followed to

increase the sustainability of the staff development activities. The first set of

principles entails five key practices which are closely related to the notion of how

teachers learn as adults based on the work of Knowles, Holton, and Swanson (as

cited in Tallerico, 2005, p.55). In line with this, a staff development model should

focus on:

Active engagement

Relevance to current challenges
Integration of experience
Learning style variation

Choice and self-direction

The second set of practices that Tallerico (2005) offers is based on the

studies investigating what teachers learn, and it entails five principles as well. A

practitioner who wants to ensure that the training is effective should consider the

following:
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Focus on content knowledge
Collective participation

Use of active learning strategies
Coherence

Duration (p.61)

All aforementioned principles provide insights about how staff
development programs should be conducted and what they should entail so that
the teachers could get maximum benefit from them. When analyzed carefully, it is
seen that there are some commonalities among the various principles offered by
different scholars. Based on a comprehensive analysis of the literature, five
themes each including a set of effective principles emerge: (a) Needs assessment,
(b) content selection, (c) participant-based method, and (d) establishing a follow-

up system, which will be explained next in detail.

2.4.1. Needs Assessment

The analysis of the studies has revealed that conducting a thorough needs
assessment is a key to effective staff development. Guskey (2000) states that
"Well-designed needs assessments are considered essential in planning well-
targeted and highly efficient professional development programs and activities"”
(p.57). Understanding the needs of the teachers is of crucial importance to
"determine the goals, content, best delivery method, and evaluation of the activity,
whether it be a specific in-service training program or larger ongoing support
program” (Craig, Kraft, & Plessis, 1999, p.106). This suggests that staff
development programs which are organized upon conducting a well-designed
needs assessment study is more likely to have impact on teachers and their actual

classroom practices.

2.4.2. Content Selection

The selection of the content to be delivered during the staff development
program is the second effective principle promising impact. Joyce and Showers
(2002) regard the content selection as a critical decision to be thought over

carefully and thoroughly. They state that ““...only content dealing with curriculum
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and instruction or the overall climate of the schools is likely to considerably
improve student learning." Similarly, Corcoran (1995) asserts that effective staff
development should include "expectations educators hold for students, child-
development theory, curriculum content and design, instructional and assessment
strategies for instilling higher-order competencies, school culture and shared
decision making™ (1995, p.3). In line with this, Tallerico (2005) suggests that staff
development should be also relevant to the challenges and concerns of the
teachers regarding their work lives.

2.4.3. Participant-based Method

The research on staff development and teacher change has revealed that
the use of a learner-centered method during staff development programs has a
positive impact on teachers and their classroom practices. In the first place, it is
seen that the use of constructivist teaching is expected to contribute to teachers'
classroom practices. Corcoran (1995) asserts that “Teachers need opportunities to
explore, question, and debate in order to integrate new ideas into their repertoires
and their classroom practice” (p.3). In this respect, the use of various activities
that encourage teachers to learn from each other makes a contribution to their
classroom practices.

The second feature that differentiates effective staff development models
from ineffective ones is providing opportunities for learning. In line with
employing a constructivist paradigm of training, active learning and involvement
of teachers in training seem to contribute to teachers’ practices, and in turn,
students’ achievement levels. This is further supported by Corcoran (1995) who
states that effective training programs “offer intellectual, social and emotional
engagement with ideas, materials and colleagues.” Parallel with the theories of
adult education, active engagement of the participants in professional
development is important as well. Tallerico (2005) states that "Retention of
information is greater when the learner plays an active, rather than passive, role"
(p.55). Moreover, she adds that whatever the type of the professional development
is, "opportunities for active engagement can increase in resultant learning" (p.55).

Similar to these authors, Munby, Ogilvie and Sutton (1987) state that it is
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important to provide trainers with opportunities to internalize the knowledge,
connect it with their teaching contexts, and enable them to experiment with new
methods, techniques and ideas. Similarly, in a study conducted by Garet et al.
(2001), it was found that professional development activities employing active
learning, and being “integrated into the daily life of the school” (p.935) are
effective. This is further supported by Wei et al. (2009) who assert that
professional development practices emphasizing how teachers learn, focusing on
active learning, and enhancing the pedagogical content knowledge of teachers by
enabling them to “engage in specific pedagogical skills" (p.3) are among the
effective practices.

The third feature which could be regarded within the participant-based
method is the integration of prior knowledge and experience to staff development
delivery. It makes a difference in increasing the success of the training event as
adults have accumulated a great deal of experience throughout their life and career
(Tallerico, 2005). This is further supported by Corcoran (1995) who states that
"Professional development should draw on the expertise of teachers and take
differing degrees of teacher experience into account” (p.3). These all suggest that
staff development programs which address the prior knowledge and experience of
the participants are likely to have a positive influence on the amount of the input

they receive.

2.4.4. Establishing a Follow-up Support System

The literature on staff development reveals that follow-up is of crucial
importance to increase the impact and sustainability of staff development. One of
the drawbacks of most of the professional development activities is that “There is
seldom any follow-up to the experience...” (Corcoran, 1995, p.1). This is further
supported by Waters who (2006) states that "INSET stands or falls on the basis of
its potential for effecting meaningful follow-up™ (p.49). Accordingly, the use of a
follow up system is necessary for the continuity of the knowledge and skills
gained through the staff development. In line with this, Corcoran (1995) states
that effective staff development processes "provide for sufficient time and follow-

up support for teachers to master new content and strategies and to integrate them
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into their practice” (p.3), which highlights the importance of follow-up in

increasing the intended effect of staff development on teachers.

2.5. Evaluating Staff Development Processes

Recent increase in the number of staff development programs has
heightened the need for well-designed evaluation of those programs (Killion,
2008). This becomes much more important when one considers that many
evaluations of staff development have been ineffective (Guskey, 2000). Guskey
(2000) states that there are three reasons why these evaluations have not achieved
their purposes. In the first place, documentation of the staff development
programs, that is, developing lists such as "brief descriptions of the topics
presented, the names of the consultants employed, and the number of days
involved" (Guskey, 2000, p.9) is regarded as evaluation. However, documentation
cannot be regarded as an evaluation as it is not "related to value, effectiveness, or
results” (Guskey, 2000, p.9). The next reason is that many evaluations are too
shallow. In some evaluations, participants' attitudes and perceptions are
investigated with an aim to evaluate the staff development program. However,
this does not give in-depth information about what happens when teachers attend
a staff development program, how their practices change, and most importantly,
what kind of changes appear in students' learning as a result. The third reason
decreasing the effectiveness of evaluations is that they are "too brief and extend
over too short a time period” (Guskey, 2000, p.10). Accordingly, those
evaluations do not provide sufficient information about the long term effects of
the staff development programs.

Killion (2008) divides evaluation approaches into two categories: black-
box evaluations and glass-box evaluations. How the black-box evaluations is
conducted is displayed in Figure 2.1. Killion (2008) states that this type of
evaluation focuses on the results of staff development instead of providing
information about how the program was implemented and what were the
underlying practices resulting in the stated outcomes. Furthermore, he points out
that "black-box evaluations are not sensitive to unanticipated contextual or

organizational factors that may influence results." (p.25).
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Figure 2.1. Black-box evaluation. From Assessing Impact: Evaluating Staff
Development, (p.24), by J. Killion, 2008, Thousand Oaks, CA: Corwin Press.

Glass-box evaluation is different from the black-box evaluation in that it
focuses on both the implementation and impact of the program by shedding light
on the transformation processes. As seen in Figure 2.2, it focuses on the relation
between actions and the related results. line with this, this model may provide an
understanding of "any inconsistencies, problems, gaps, or redundancies that might
interfere with the program’'s impact,” which enables evaluators to be able to
identify the areas to be improved (Killion, 2008, p.25).

Actions - —— ——— ! Results

Figure 2.2. Glass-box evaluation. From Assessing Impact: Evaluating Staff

Development, (p.25), by J. Killion, 2008, Thousand Oaks, CA: Corwin Press.

Guskey (2000) suggests a widely used model for evaluating staff
development which seems to fit with the characteristics of the glass-box
evaluations. The model entails five levels which are "hierarchically arranged from
simple to more complex” (p.78). The first level entails the participants’ reactions
to the staff development program. Data on participants' reactions are usually
collected through questionnaires administered at the end of the course or training

event. The questionnaires mostly consist of a rating scale and some open ended
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questions on the initial reactions of the participants to the staff development.
Whether the participants liked the event, were involved in meaningful activities,
or if the trainers had sufficient competencies could be some of the questions asked
to gather data on participants’ reactions to the program (Guskey, 2000).

The second level is participants’ learning. Knowledge and skills gained
through the staff development form the second level of the model. Unlike the first
level, it is quite rare to measure the participants’ learning through standardized
questionnaires. Guskey (2000) says that “...specific criteria and indicators of
successful learning must be outlined prior to the beginning of the professional
development experience”, considering the "unintended learnings" as well (p.83).
Among the ways to assess participants’ learning are the use of case studies, oral
and written reflections, and simulations (Guskey, 2000).

Organization support and change is the third level of the staff
development model. Organizational support plays a crucial role in initiating or
encouraging change upon attending a staff development program. Accordingly,
various tools such as analysis of the meeting minutes, questionnaires, and focus
group interviews could be used to evaluate this level so that the data could be
gathered on organizational support and the relevant data could be used “to inform
future change initiatives” (Guskey, 2000, p.84).

The fourth level is assessing the participants’ use of new knowledge and
skills. How and to what extent the participants transform the knowledge and skills
into their training practice forms the backbone of this level. Guskey (2000)
regards the direct observations as the most accurate source of information while
evaluating whether the participants transform the new knowledge and skills into
their own work contexts. Among the other ways to evaluate this level are
structured interviews, questionnaires, participants’ reflections, and participants’

portfolios (Guskey, 2000). However, Guskey further suggests:

Measures of use must be made after sufficient time has passed to allow
participants to adapt the new ideas and practices to their setting. Because
implementation is often a gradual and uneven process, measures also
may be necessary at several time intervals. (p.85)
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Student learning outcomes is the last level of the model. The impact of
the professional development on students’ learning is investigated in this level.
Guskey (2000) states that both the intended and unintended changes in students’
learning need to be tracked to have an understanding of the professional
development on students. Student records and structured interviews with teachers,
students, and parents are among the data collection tools that enable the
researchers to gather data on the impact of staff development on students, which is
regarded as the main purpose of staff development.

2.6. Staff Development and Teacher Change

The notion of teacher change has been widely used in the literature of
staff development. Clarke and Hollingsworth (1994) state that it is "open to
multiple interpretations, and that each interpretation can be associated with a
particular perspective on teacher professional development” (p.153). In line with
this, they argue that there are six perspectives on teacher change which are not
independent from each other. They summarize these perspectives in an article that

they wrote eight years later as follows:

e Change as training—change is something that is done to teachers; that
is, teachers are ‘‘changed’’.

e Change as adaptation—teachers ‘‘change’’ in response to something;
they adapt their practices to changed conditions.

e Change as personal development—teachers ‘‘seek to change’’ in an
attempt to improve their performance or develop additional skills or
strategies.

e Change as local reform—teachers ‘‘change something’’ for reasons of
personal growth.

e Change as systemic restructuring—teachers enact the ‘‘change
policies’’ of the system.

e Change as growth or learning—teachers ‘‘change inevitably through
professional activity’’; teachers are themselves learners who work in a
learning community. (Clarke and Hollingsworth, 2002, as cited in
Clarke and Hollingsworth, p.948).

Reflecting on the perspectives in a comparative manner, Clarke and
Hollingsworth (2002) further assert that the perspective that fits best with the

concept of staff development is the one which emphasizes change as growth or
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learning. Similar to Clarke and Hollingsworth (2002), Richardson and Placier
(2001) define teacher change as “learning, development, socialization, growth,
improvement, implementation of something new or different, cognitive and
affective change, and self-study” (p.905). This draws attention to multiple facets
of staff development, and makes teacher change an expected component of any
professional development activity

The relation between teacher change and staff development has been
portrayed in various models of professional growth. "A model of teacher change”
which was developed by Guskey in 1986 was one of the models that frequently
appears in the staff development literature. As demonstrated in Figure 2.3., the
model illustrates the relation among the change in teachers' classroom practices,
student learning outcomes, and teachers' beliefs and attitudes as outcomes of staff
development (Guskey, 2002). The model shows that "... significant change in
teachers' attitudes and beliefs occurs primarily after they gain evidence of
improvements in student learning. These improvements typically result from
changes teachers have made in their classroom practices...” (Guskey, 2002,
p.383). Guskey's model of change has been criticized as it suggests a strictly
linear relation among the outcomes of staff development (Clarke & Peter, as cited
in Clarke and Hollingsworth, 2002, p.949).

Change in Change in Change in

PROFESSIONAL TEACHERS' S5TUDENT TEACHERS'

DEVELOPMENT

CLASSROOM LEARNING BELIEFS &
PRACTICES CUTCOMES ATTITUDES

Figure 2.3. A model of teacher change. From "Professional Development and
Teacher Change,” by T. R. Guskey, 2002, Teachers and Teaching: Theory and
Practice, 8(3/4), p.383.

"The interconnected model of professional growth" is another model
representing how teachers change as a result of staff development. The model is

presented in Figure 2.4. It was developed by Clarke and Peter in 1993, and then
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modified by an international research group (Clarke and Hollingsworth, 2002).
The model has four domains: (a) the personal domain, (b) the domain of practice,
(c) the domain of consequence, and (d) the external domain. The personal domain
includes knowledge, beliefs, and attitudes of teachers while the domain of practice
refers to teachers' professional experimentation. The domain of consequence
stands for the salient outcomes of staff development such as an increase in student
motivation. The external domain consists of external sources of information or
stimulus. Clarke and Hollingsworth (2002) assert that "... change occurs through
the mediating processes of "reflection” and "enactment”, in four distinct domains

which encompass the teacher's world..." (p.950).
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Figure 2.4. The interconnected model of professional growth. Figure 2.3. A
model of teacher change. From "Elaborating a Model of Teacher Professional
Growth,” by D. J. Clarke and H. Hollingsworth, 2002, Teaching and Teacher
Education, 18(8), p.951.

The model vividly describes how teacher change takes place. The domains have

"multiple growth pathways" between each other through two "mediating
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processes” what Clarke and Peter call "reflection” and "enactment”. These two
processes are also regarded as two "mechanisms by which change in one domain
leads to change in another", which is taught to reveal how an individual teacher's
growth shapes as a result of staff development (Clarke and Hollingsworth, 2002,
p.950).

2.6.1. Factors Affecting Teacher Change

There are a number of factors that have an influence on the impact of
staff development on teachers. Guskey and Sparks (1996) suggest three categories
of factors: content characteristics, process variables, and context characteristics.
Content characteristics are about the what of the staff development. It entails the
content and practice of staff development. However, process variables focus on
the how of the staff development such as the model selection or existence of a
follow up. As for the context characteristics, Guskey and Sparks (1996) use the
questions of who, when, where, and why of staff development with an aim to
highlight that these factors determine the relation between staff development and
teacher change.

Similar to Guskey and Sparks (1996), Smith et al. (2006) assert that
multiple factors affect how and to what extent teachers change. They classify
these factors into three categories: individual factors, professional development
factors, and program and system factors. As the name implies, they define the
individual factors as experience, motivation and background of the teachers.
Professional development factors are different from the individual factors in that
they focus on "the quality and amount of professional development” attended.
When it comes to program and system factors, they are defined as "the structure
of and support offered by the program adult education system, and professional
development system in which they work, including teachers' working conditions”
(Smith et al., 2006, p.12).

2.7. Categories of Knowledge Base
Developing the knowledge base of teachers is one of the central

components of successful staff development processes. A growing body of
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literature has investigated the relation between staff development and changes in
the knowledge base of the teachers. These studies mostly base their arguments on
Shulman's (1986; 1987) classification of the knowledge. Shulman (1987) suggests
seven categories of knowledge, each focusing on a different area of education:
content knowledge, general pedagogical knowledge, curriculum knowledge,
pedagogical content knowledge, knowledge of learners and their characteristics,
knowledge of educational contexts, and knowledge of educational ends, purposes,
and values, and their philosophical and historical grounds (p.8).

In another article, Shulman (1986) focuses on three major categories of
the knowledge base and expands on them: subject matter knowledge, curricular
knowledge, and pedagogical content knowledge. He defines subject matter
content knowledge as “the amount and organization of knowledge per se in the
mind of the teacher” (p.9). Speaking of the curricular knowledge, he defines
curricular knowledge as “the knowledge of alternative curriculum materials for a
given subject or topic within a grade” (p.10) and asserts that mature teachers hold
that kind of knowledge. Moreover, he highlights the lateral and vertical focus of
curricular knowledge, stating that the former is the familiarity with the
"curriculum materials under study by his or her students in other subjects they are
studying at the same time" (p.10). Here, a teacher having curricular knowledge is
expected to "relate the content of a given course or lesson to topics or issues being
discussed simultaneously in other classes” (p.10). On the other hand, vertical
curriculum knowledge is about teacher's "familiarity with the topics and issues
that have been and will be taught in the same subject area during the preceding
and later years in school, and the materials that embody them" (10).

Pedagogical content knowledge (PCK) is the last category Shulman
(1986) offers in this article. He states that PCK “goes beyond knowledge of
subject matter per se to the dimension of subject matter knowledge for teaching”,
highlighting “teachability” of the content (p.9). Moreover, he (1987) extends the
definition of PCK by stating that “it represents the blending of content and
pedagogy into an understanding of how particular topics, problems, or issues are
organized, represented, and adapted to the diverse interests and abilities of

learners, and presented for instruction” (p.8). This is further supported by Abell
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(2008) who asserts that "PCK is not merely the amount of knowledge in a number
of component categories, it is also about the quality of that knowledge and how it
IS put into action” (p.1410). Accordingly, PCK includes the use of various
strategies and representations to deliver content.

PCK is also one of the terms which frequently appears in the staff
development literature. Rodrigues, Marks and Steel (2003) regards the
development of PCK as a requisite of staff development. Similarly, Abell (2008)
states that PCK develops over time, and professional development has a role in
this. However, tracking the changes in PCK is not an easy task, and requires the
understanding of "the critical moments when teachers might display shifts in
PCK" (Abell, 2008, p.1409). It is important to note that PCK "also includes an
understanding of what makes the learning of specific topics easy or difficult: the
conceptions and preconceptions that students of different ages and backgrounds
bring with them to the learning of those most frequently taught topics and lessons™
(1986, p.9). In line with this, according to Shulman (1986), teachers need to

develop some strategies to reorganize the preconceptions the learners hold.

2.8. Staff Development and Student Learning

The research in staff development reveals that students are considered the
ones who are likely to benefit from staff development most. In fact, there is a
potential relation between staff development and student achievement, which
means that if teachers apply what they have learned into their instructional
practices, an increase in students' learning could be observed (Darling-Hammond
& Bransford, 2005; Fitchman-Dana & Yendol-Hoppey, 2008; Flecknoe, 2000;
Guskey, 2000; Joyce & Shower, 2002). The relation between staff development
and teacher change is frequently emphasized in the definitions of staff
development and teacher change as well. To illustrate, in a definition offered by
Richardson and Placier (2001), it says that "Change is often assumed to lead to
better teaching or teachers and, although the relation is often not drawn, to a better
education for students” (p.905). In the same vein, Guskey (2000) maintains that
“teacher knowledge and practices are the most immediate and most significant

outcomes of any professional development effort. They also are the primary factor
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influencing the relationship between professional development and improvements
in student learning” (p.75). Overall, it is seen that there is a positive relationship
between staff development and students learning, which means that if the teachers
improve themselves and their teaching practices as a result of staff development,
they could provide better learning opportunities to the students.

2.9. Staff Development in ELT in Turkey

There has been an increasing interest in training English teachers all
around the world (Wallace, 1991; Waters, 2006; Williams, 1994) due to the
"international nature of the discipline of ELT" (Williams, 1994, p.214) and the
increase in the number of English teachers (Wallace, 1991; Williams, 1994). Staff
development in ELT has especially gained more momentum in settings where
English is taught as a foreign language (Williams, 1994).

Turkey is one of the countries where English is taught as a foreign
language. The need for staff development in Turkey has been heightened by the
educational reform movement apart from the increasing interest in learning
English. English teachers are required to attend staff development programs
according to the National Education Principal Law No. 1739 (Milli Egitim Temel
Kanunu, 1973) and the Civil Servants' Law No. 657 (Devlet Memurlar1 Kanunu,
1965). In-service teacher training in Turkey is offered by the in-service Training
Department of the Ministry of National Education. This department is in charge of
planning in-service training programs for public primary and secondary school
teachers. It holds the responsibility for determining the location for the expected
training and participants, as well as the teacher trainers who will train practicing
teachers (MoNE, 1994). The Board of Education collaborates with the INSET
Department in certain cases with an aim to provide quality staff development
programs which are linked to the national curriculum. Although the training
events are mostly conducted at the national level, Provincial Directorates of
National Education have a right to plan in-service training programs based on the
needs they have identified (MoNE, 1994).

The form and type of the INSET events provided to English teachers

display variation based on the status of the schools at which the teachers work.
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Private primary and secondary schools mostly conduct their own INSET events.
However, the MoNE provides staff development opportunities for public primary
and secondary school English teachers. It collaborates with universities and
professional institutions to enhance the competencies of English teachers and
increase the quality of language teaching. There are a number of universities
contributing to the delivery of the INSET programs to English teachers through
providing expertise and trainers. Ozer (2004) states that “"the increased
cooperation between the Ministry of National Education and the universities has
resulted in an increase in the variety, number and quality of in-service training
programs” (p.92). Among the institutions which have been actively engaged in
MoNE based staff development events are INGED, that is, the English Language
Teachers' Association in Turkey, the British Council and the English Language

Office of the American Embassy.

2.10. Research on Staff Development

The analysis of the literature on staff development reveals that a number
of studies has been conducted on staff development programs and teacher change
in ELT. However, although there are many international studies investigating the
effectiveness of ELT staff development programs, the number of these studies is
quite limited in Turkey. Moreover, there has been no comprehensive study
investigating the relation between teacher change and staff development programs
designed through the cascade model in Turkey. The studies conducted on staff
development in ELT in Turkey were generally carried out at a university setting
(e.g., Turkay-Altmkamis, 2000; Daloglu, 1996; Onkol, 2011; Ozen, 1997; Sahin,
2006; San, 1998). The ones conducted at K-12 level are quite limited, and they
either investigated the needs of the teachers regarding staff development (e.g.,
Karaca, 1999; Kayhan, 1999; Misirh, 2011) or evaluated the effectiveness of the
staff development programs (e.g. Unal, 2011).

In this respect, this section begins with a representative number of
international studies focusing on cascading in ELT, studies carried out to
investigate the relation between staff development and teacher change, and

national studies conducted in Turkey on the staff development programs held by
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the MoNE in the order as they appear here. As the number of the national studies
on staff development in ELT is limited, the representative studies which have
been conducted to investigate the staff development programs held for all primary
school teachers by the MoNE have also been included. Moreover, it is important
to note that the national studies have been selected from those which were
conducted after the translation of the educational reform into the curriculum to
provide insights into the current staff development practices.

To begin with, Bax (2002) conducted a study on the social and cultural
dimensions of trainer training, and investigated the first stage of the cascade
training, namely, trainer training. In his study, two ELT projects, EASL (English
at Secondary Level) and PETRA (Primary Teaching in Rural Areas), held in
South Africa through the cascade training model were analyzed in terms of their
effectiveness. In both projects, a group of teachers went to Britain to receive
training on ELT. Then, they came back to South Africa, and were expected to
train their colleagues through at least one workshop. As for the EASL project, the
results indicated that although it served its purposes and the official evaluations of
the project were extremely good, the trainer training stage was not found quite
effective. The main reason was that the teacher trainers were unwilling to give
workshops. The trainers' lack of confidence and sufficient knowledge in the field
and misunderstanding of the information delivered in their trainings were found to
have a negative impact on their reluctance to hold workshops as well as on the
effectiveness of the workshops they held. This was found to be resulted from not
including social and cultural dimensions of training in trainers' education. Bax
highlighted the importance of focusing on the social and cultural aspects of
training in trainer training programs through giving the PETRA project as an
example. The PETRA project was different than the EASL project in that it
provided the trainer candidates with not only the methods and techniques in ELT
but also the social and cultural aspects of teacher training, which was found to be
effective.

O'Donahue (2010) carried out a study on an ELT staff development
project adapting the cascade training model in the Tamil. The project was held in

two steps in collaboration with Unicef, Sarva Shiksha Abhiyan and the British
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Council. Its major purposes were to develop confidence of English teachers to use
taget language in class, encourage them to use activity based and learner centered
methodologies, and enable them to create communicative learning environments
for the students. The project included a follow-up component, and the data were
collected through interviews, classroom observations, and questionnaires. The
results indicated that the project had a significant impact on the L2 use in class,
and initiated teacher change. It was found that the teachers had increased
confidence in using L2 and integrating various activities in their instructional
practices. In addition, the results suggested that the use of classroom observations
and feedback strengthened the sustainability of the project.

Hong (2012) carried out a study to evaluate a primary school ELT project
called PETT in China. The project was conducted between the years of 2001 and
2005. Its aim was to enable the primary school English teachers to employ a
learner-centered method in class and make use of communicative activities. The
cascade model was employed, and 102 local trainers were trained in two stages.
The first training was provided by Guangdong Teachers College of Foreign
Languages and Arts (GTCFLA) while some of the trainers received the second
training at the University of Leeds. Upon the completion of the trainings, the
trainers were grouped under three levels. The first level included the trainers who
had trainings at the University of the Leeds. The second group trainers were the
local level trainers who had training both at GTCFLA and the University of
Leeds, and the third group was the local teachers who had training provided by
GTCFLA. In line with this, the role of the teacher trainers changed as well. The
first group held trainings to train the second group of trainers. Moreover, they had
a role in supervising and evaluating the trainings. The second group trained the
third level trainers and designed the training packages to be used. The last group
worked as assistants and trainers during the cascading process. At the end, the
trainers cascaded the training to 4800 primary school English teachers at a local
level. The medium of instruction of the trainings changed from city to city. The
trainers used English in the cities that the teachers had high English ability.

However, Chinese was mostly used to train the teachers who had lower level of
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English ability and who were not English specialist. The results indicated that the
project met its determined purpose and cascading worked efficiently.

Patel (2012) conducted a case study of a project called ETeMS (English
for Teaching of Mathematics and Science) which aimed to enable the
Mathematics and Science teachers to use English as a medium of instruction in
their classes. A policy change regarding the use of English in class accelerated the
implementation of the project although there was no careful planning made prior
to commencing the project. The cascade training was used, and the local trainers
were trained to cascade the staff development program through two interactive
phases. The teachers attending the training varied according to their ages, which
meant that there were teachers who were about to retire and those who had
already graduated from the university. The results indicated although more than
50.000 mathematics and science teachers were cascaded the trainings, the project
did not achieve its objectives due to a lack of planning. Moreover, the integration
of information and computing technology into implementation simultaneously
with the change in the medium of instruction decreased the effectiveness of the
trainings as well. The findings further revealed that change should take place
gradually, and one initiative should be introduced at a time.

Smith et al. (2006) conducted a study to find out how adult education
teachers including those who taught English as a second language changed upon
attending one of the following staff development programs: multisession
workshop, mentor teacher group, and practitioner research group. It also
examined the effects of the individual, professional development, and program
and system factors on the change process of the teachers. A total of 106 men and
women were involved in the study. The participants received up to 18 hours of
training in one of the three staff development options stated above. The results
indicated that model of the training did not play a significant role in teachers'
change process though there were some pattern related differences. The results
also revealed that most teachers changed as a result of staff development though
the amount of the change differed in each individual. Moreover, it was found that

the most change took place in the actual classroom practices of the teachers.
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The findings further revealed the teachers had experienced change in
three ways: "(a) no change, (b) nonintegrated change (thinking or acting changes),
and (c) integrated change™ (Smith et al., p.13). Most of the teachers displayed
nonintegrated change in their thinking. Parallel with this, it was found that the
individual, professional development, and system related factors had an impact on
teachers' change processes. As of individual factors, motivation level of the
teachers, years of teaching experience, and level of education played a role in the
change process. Among the professional factors that had an effect on teacher
change was the quality and quantity of the staff development programs the
teachers had attended. Finally, within the impact of the program and system
factors, it was found that the teachers' access to benefits had an effect on the level
of impact of staff development.

Waters and Vilches (2008) conducted a meta-analysis study to
investigate how the new Philippines Basic Education Curriculum was
implemented at the classroom level. The new curriculum was initiated with an
aim to increase student learning and provide them more learning opportunities
through integrating a learner centered approach to curriculum. The results
indicated that the design of the curriculum was not compatible with the teaching
situations, and most importantly, the teachers did not develop sufficient awareness
on how to transfer the curriculum into practice. This was found to be resulted
from lack of staff development opportunities provided to the teachers. In addition,
the results indicated that lack of sufficient staff development opportunities and
drawbacks encountered during the implementation were closely related to the
provision of the financial constraints apart from the tension between the
implementation and policy related decisions.

Borg (2011) carried out a longitudinal qualitative study to investigate the
impact of an eight-week staff development program, a DELTA course, on the
beliefs of six English teachers. The course was delivered in 120 contact hours, and
the teachers also taught English to adults in 10 hours. Half of these teaching
sessions were observed and graded. Six semi-structured interviews were
conducted with each teacher to gather information about the impact of the seminar

on their beliefs. Two of these interviews were held face to face in the training
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venue while the others were conducted as phone interviews. Apart from the
interviews, Borg used the coursework each teacher completed within the DELTA
course such as reflective writing and lesson plans to complement the interview
findings. The findings revealed that the DELTA contributed to teachers especially
through the practice sessions where they taught 10 hours of English and received
feedback for half of these hours. The results further indicated that three teachers
developed awareness on their existing beliefs, and articulated these beliefs. Two
teachers developed new beliefs regarding their classroom practices, and one
teacher developed the ability to express her beliefs as well. Overall, it was found
out that the DELTA course strengthened the beliefs of some teachers while
initiating new beliefs in others.

One other study assessing the impact of in-service teacher training was
conducted in a Bangladeshi setting in 1998 (Khan, 2002). The study investigated
the impact of an INSET program called “English Language Teaching
Improvement Project (ELTIP)” which was initiated to enable secondary school
English teachers in Bangladesh to adapt to the new national curriculum, and thus
to increase the quality of English language Teaching. The ELTIP consisted of two
phases. The first phase called the initial sandwich course took 15 days and
participants were exposed to supervised teaching practice in their home schools,
as well. The second phase was considered the implementation phase and lasted for
seven months. The materials used during the program focused on “(a) basic
principles about learning”; (b) classroom knowledge and skills; (c) preparation of
activation stage and beyond; (d) self study and reflection” (Khan, 2002, p. 36). In
line with the ELTIP, an impact assessment system (IAS) was initiated to find out
the impact of the program on teachers’ classroom practices as well as their beliefs
and attitudes about the teaching and learning process. Data were collected from
teachers, teacher trainers and students through structured interviews, focus group
discussions and classroom observations. The results of the study indicated that
ELTIP had a positive impact on the teachers. They believed that the program
created a sharing environment where they could meet their colleagues and interact
with them. One other important finding was that they started to use the target

language significantly more in their classes as a result of the program.
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Odabasi-Cimer, Cakir and Cimer (2010) carried out a study to investigate
the views of the primary and secondary school teachers regarding the
effectiveness of in-service courses held by the MoNe on the new curricula in
Turkey. The data were collected from 20 primary and 18 secondary school
teachers through semi-structured interviews. The results of the study indicated
that the INSET courses were ineffective for a few reasons. Firstly, there was no
needs assessment conducted to investigate the needs of the teachers. Secondly, the
content provision was at a shallow level and the focus was on theory rather than
practice in the sessions. Accordingly, the teachers were not actively involved in
the sessions. Moreover, the seminar was evaluated through a questionnaire
administered in the last session and no follow-up was integrated to the evaluation
of the seminars.

Kenan and Ozmen (2010) investigated the opinions of 216 primary
school teachers from eight schools in Trabzon about the staff development
programs organized by the MoNE to introduce the new curriculum. They adapted
a Likert type questionnaire which was developed by Ayas et al. (as cited in Kenan
& Ozmen, 2010, p.1). The results indicated that although the teachers appreciated
the curriculum reform and expressed a need to improve themselves, they did not
find the in-service teacher education programs efficient in terms of updating them
about the new curriculum. Furthermore, the findings revealed that no needs
assessment was conducted prior to the seminars, and teachers' needs and interests
were not taken into consideration respectively, which caused an empasis on theory
rather than practice in the delivery of the training.

Guceri (2005) conducted a qualitative study to find out the impact of an
in-service training course organized for the English teachers on the change
agentry role of teachers and their contributions to school improvement. She held
two semi-structured interviews with 19 English teachers attending in-service
training programs provided by the Ministry of National Education. Moreover, she
interviewed 38 peers of these teachers and 10 principals to better understand the
change process. The results indicated that teachers who worked in a democratic
environment could apply what they had learned into their own teaching practice

while those working at a rigid environment could not transfer knowledge into
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their classroom practices due to the constraints. In line with this, the findings
further revealed that school environment had an impact on the change process of
the teachers.

Unal (2010) carried out a study to evaluate the effectiveness of staff
development programs held by the MoNE. The data were collected from 150
English teachers and 50 school administrators in Adana through a questionnaire.
In addition, 20 teachers were interviewed to get their ideas about the staff
development programs they attended. The results revealed that no needs
assessment was done, and the teachers' needs and expectations were not
established. In addition, it was found that the teachers did not want to attend a
staff development program when it was held during the school year. Instead, they
preferred a program which could be organized during the summer holiday. As for
the implementation of the knowledge and skills into classroom practices, the
teachers stated that they found it quite difficult to ensure seminar sustainability
due to the overcrowded classrooms, preparations for SBS, and worries regarding
to cover the course books before the term ended. Apart from this, the study
indicated four areas where further research could be organized. These are
computer based language teaching, education programs abroad, speaking, and
using drama in foreign language teaching.

Kiigiiksiileymanoglu (2006) carried out a study to investigate the staff
development programs held by the MoNE for the English teachers between the
years of 1998 and 2005. She aimed to find out the number of INSET activities
conducted between these years and the views of the teachers and teacher trainers
regarding the programs organized by the MoNE. She collected data from 150
English teachers who attended the INSET seminars organized by the MoNE
between 2003 and 2005 through a self developed questionnaire. Moreover, she
interviewed five teacher trainers who were in charge of delivering the INSET
seminars. The results of the study revealed that out of 3201 staff development
programs held by the MoNE between the years of 1998 and 2005, 122 were
organized for the English teachers, which was found insufficient. The study also
provided insights on how the courses were developed and implemented. The

results indicated that no needs assessment was conducted prior to commencing
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these programs. It was further found that the curricula of the courses were
determined by the MoNE, and were quite similar to each other between the stated
years. However, it was also noted that the type of the schools the teachers worked
and their academic backgrounds caused some difficulties regarding the
methodology and content provision of the INSET programs.

The study also revealed that the teachers did not want to participate in
the staff development programs as the classes were quite crowded. Moreover, the
interviews conducted with the teacher trainers revealed that lecturing was
employed as the main way of the session delivery in the INSET activities, and the
content was covered through the use of question-answer technique. As for
applying the knowledge and the skills into practice, it was found that the teachers
could not transfer the new knowledge and skills into practice as they were not
given information on how they could use the input effectively. The results also
indicated that there was no evaluation component of the seminars, which was
stated to be an ineffective practice. The results further revealed that the INSET
seminars enabled the teachers to share their experience and knowledge during the
seminars, which was regarded as a positive contribution of the seminar to the
teachers.

Misirli (2011) carried out a study to find out the staff development needs
of the primary school English teachers. 97 primary school teachers who worked in
Adapazari, Sakarya were involved in the study. The data were collected through a
questionnaire which included three sections, namely, English competency needs,
ELT needs, and ideas for INSET opportunities. The study revealed that the
teachers needed to develop their speaking skills and vocabulary competence. It
was also revealed that the teachers preferred mostly reading in class as they found
the productive skills, speaking and writing, and listening challenging to teach. The
teachers' needs regarding the INSET seminars also emerged in the study. The
findings indicated that staff development programs should not be organized
during the school period. Moreover, it was found that the teachers wanted to make
use of various models of staff development such as e-training and one-shot
workshops. It was also found that collaborations could be made with the

organizations like English Language Teachers' Association in Turkey (INGED),
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and native speakers could take a role in the staff development programs as teaher

trainers.

2.11. Summary

The review of literature started with the definitions of staff development.
These definitions were briefly presented in a comparative manner to reveal that
there was a highlighted relation between staff development and teacher change.
The next point was the presentation of the staff development models. Although
staff development is a vast area and entails a number of models, some commonly
preferred models were presented considering different classifications made. Then,
the cascade training model which forms the backbone of this study was presented
with its benefits and shortcomings. It was stressed that the cascade training model
was widely used to conduct large scale trainings in a short time. However, it was
also noted that the cascade training model held some important weaknesses such
as inefficiency in value transformation to the lower generations.

What makes a staff development program effective or ineffective was one
other point presented with particular reference to the principles developed by the
well-known authors in the field. In line with this, a set of four effective staff
development principles which were drawn from the literature was discussed: (a)
needs assessment, (b) content selection, (c) participant-based method, and (d)
establishing a follow-up system. Upon the presentation of these themes, the
question of how to evaluate a staff development program was answered. The aim,
here, was to show that evaluations should be thorough and comprehensive.

Then, the relation between staff development and teacher change was
briefly portrayed through the use of two models that frequently appears in the
staff development and teacher change literature, namely, Guskey's "a model of
teacher change" (2002), and Clarke and Peter's (2006) "the interconnected model
of professional growth”. In line with this, two sets of factors that affecting teacher
change were presented with an aim to show that teacher change was a complex
process, and it influences and is influenced by various factors. After that, the
categories of the knowledge base were presented with particular reference to the

pedagogical content knowledge as it was regarded as an expected outcome of staff
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development programs. The relation between staff development and student
learning was the next point that was presented. It was aimed to show that those
who benefited from effective staff development more were expected to be the
students.

The review concluded with the studies in the literature of staff
development through the cascade model, impact of staff development on teacher
change, and the studies conducted in Turkey about the staff development
programs held by the MoNE for the English teachers in specific or the all primary
school teachers in general. These studies reveal that:

1. The cascade training model is widely used in training English
teachers.

2. The success of the cascade training models is dependent on well
planning, integrating social and cultural dimensions to the
trainings, use of a learner-centered method, and introducing one
initiative at a time.

3. Ineffective use of the cascade training model results in a lack of
teacher trainer competencies, unmotivated trainers who feel
unsecure to give presentations, and most importantly, loss in
content of trainings through the layers.

4. Staff development programs have an impact on teachers'
instructional practices and thinking, and the teacher change is
influenced by factors apart from the staff development as well.

5. The staff development programs held by the MoNE for English
teachers tend to hold problems with needs assessment, careful
planning, effective delivery, and most importantly follow up.

All things considered, the review of literature has revealed that there is a
need to investigate the effective and ineffective staff development processes to
increase the impact of staff development on English teachers and their actual
classroom practices, which in turn is expected to improve student learning. This
need is more evident in staff development programs which adopt the cascade
training model as the connection among the different layers of cascading needs to

be explored. In line with this, this study is expected to bridge the gap in the
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literature regarding the link between staff development and its impact on English

teachers.
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CHAPTER 111

METHOD

There is no burden of proof. There is only the world to experience and
understand. Shed the burden of proof to lighten the load for the journey
of experience (From Halcolm’ Laws of Inquiry, as cited in Patton, 2002,

p.2).

This chapter presents the methodological framework employed in the
study. It begins with a description of the overall research design of the study and
continues with the method used with particular emphasis on its relevance to the
purpose of the study. After the presentation of the method of the study, it
describes the sampling strategies employed to recruit the participants. Then, it
explains how the data collection instruments were developed, which is followed
by data collection and analysis procedures. The chapter concludes by addressing
trustworthiness as well as the limitations of the study taking the nature of

qualitative research into consideration.

3.1. Overall Research Design

The aim of this study was to investigate the impact of the local INSET
seminars organized for English teachers by the MoNE on teachers and their actual
teaching practices. Accordingly, the study addressed the following research
questions by focusing on the dimensions of planning, implementation, evaluation,
and impact of the local INSET seminars held for the English teachers working for
the MoNE. The research guestions on planning, implementation and evaluation
were investigated in detail to establish the connection between these three aspects

to the research question on impact.
43



RQ1: How are the in-service teacher education programs for English

teachers by the MoNE planned?

RQ2: How are the in-service teacher education programs for English

teachers by the MoNE implemented?

RQ3: How are the in-service teacher education programs for English

teachers by the MoNE evaluated?

RQ4: What impact does in-service education have on English teachers

and their teaching practices?

4.1. What types of in-service teacher education practices lead to
better performance for teachers and students?

4.2. What types of in-service teacher education practices are less
effective in improving the performance of teachers and
students?

4.3. What differences are there among teachers in implementing the
learning experiences they gained in in-service teacher
education?

With an aim to answer the aforementioned research questions, a
qualitative research methodology was employed in this study. Denzin and Lincoln
(2003) define the qualitative research as “a field of inquiry in its own right” (p.3)
and state that “The word qualitative implies an emphasis on the qualities of
entities and on processes and meanings that are not experimentally examined or
measured (if measured at all) in terms of quantity, amount, intensity, or
frequency” (p.13). One of the reasons that the researcher conducted a pure
qualitative study lies behind the need to focus on entities, meanings, and processes
of the local INSETs seminar held for the English teachers as Denzin and Lincoln
put forward.

Getting an in-depth understanding of the INSET seminar was of
paramount importance in the current study as well. Creswell (2011) describes one
of the characteristics of qualitative research as “exploring a problem and
developing a detailed understanding of a central phenomenon” (p.16). In line with
this, one other reason why the researcher chose the path of qualitative inquiry was

that the research questions addressed in this study necessitated an in-depth
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understanding of the context, content, and the impact of the INSET held for the
English teachers and this could be achieved only through utilizing qualitative data
collection methods. As Patton (1987) suggests, “Qualitative methods permit the
evaluator to study selected issues, cases, or events in depth and detail; the fact that
data collection is not constrained by predetermined categories of analysis
contributes to the depth and detail of qualitative data” (p.9). With this in mind, the
researcher attempted to focus on four major dimensions of in-service teacher
training programs, namely, planning, implementation, evaluation, and
continuation (impact) from a qualitative perspective, though the focus of the study
was mostly on the impact of the INSET seminars on teachers and their teaching
practices as it was difficult to track the impact of the seminar without an in-depth
understanding of the previous dimensions. In line with this, the study was
conducted in two phases. The first phase of the study focused on the planning,
implementation, and evaluation aspects of the seminar while the second phase of
the study focused on the impact of the seminar. Within the tradition of the
qualitative research design, a case study was employed as the overall design of the
study to answer the first three research questions. Moreover, a multiple case study
was specifically used to answer the fourth research question, which will be

explained in detail next.

3.2. Qualitative Case Study

A qualitative case study was employed in the study with an aim to
investigate the INSET seminar organized for the English teachers in terms of its
planning, implementation, and evaluation phases. Moreover, in line with this, a
multiple case study was used to track the impact of the seminar on teachers and
their actual classroom practices over time.

Different authors have defined the case in similar ways. To begin with,
Creswell (2011) states that "The ‘case’ may be a single individual, several
individuals separately or in a group, a program, events, or activities (e.g., a
teacher, several teachers, or the implementation of a new math program)” (p.465).
Likewise, Patton (1987) states that "A case can be a person, an event, a program, a

time period, a critical incident, or a community"” (p.19). These definitions focus on
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the notion of a single case study. Multiple case studies are the extension of single
case studies, and as Bogdan and Biklen (1998) state, "When researchers study two
or more subjects, settings, or depositories of data,” they employ multiple case
studies (p.62). In this study, the INSET seminar organized for the English teachers
by the MoNE in the Meram District of Konya constituted the case of this study
whereas ten English teachers who attended that local INSET seminar constituted
the multiple cases of this study, each teacher being a single case.

The adoption of a case study as the overall design of the study and a
multiple case study to track the impact of the seminar seemed to be a good fit with
the nature of this study in a variety of ways. To begin with, Yin (1994) states that
“In general, case studies are the preferred strategy when “how” or “why”
questions are being posed, when the investigator has little control over events, and
when the focus is on a contemporary phenomenon within some real-life contexts”
(p.1). This study matches the aforementioned conditions of the case study strategy
in terms of the type of the research questions addressed, lack of control of the
researcher on the training event as well as the actual teaching practices of the
teachers, and the focus on real teaching contexts as a follow-up of the training
event. In the same vein, Creswell (2007) states that “A case study is a good
approach when the inquirer has clearly identifiable cases with boundaries and
seeks to provide an in-depth understanding of the cases or a comparison of several
cases” (p.74). This is further supported by the idea that case studies "catch unique
features that may otherwise be lost in larger scale data (e.g. surveys); these unique
features might hold the key to understanding the situation™ (Cohen, Manion &
Morrison, 2007, p.256). With regard to this, the researcher aimed at developing an
in-depth understanding of the INSET seminar for the individual cases as well as
focusing on the cross analysis of the cases in terms of the impact of the training
event. In the same manner with the previous authors, Patton (1987) highlights the
importance of the uniqueness that characterizes the case studies by stating that
"Case studies are particularly valuable when the evaluation aims to capture
individual differences or unique variations from one program setting to another, or
from one program experience to another" (p.19). Accordingly, ten English

teachers who were involved in the impact phase of the study were expected to
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display various levels of impact based on their individual differences while
contributing to the general traits of impact on teachers' practices in terms of the
similarities that they brought to the process.

The selection of a multiple case study also allowed the researcher to
make use of the replication logic of qualitative studies. Herriott and Firestone (as
cited in Yin, 1994) state that "The evidence from multiple cases is often
considered more compelling, and the overall study is therefore regarded as being
more robust™ (p.45). In the same vein, Yin (1994) claims that replication should
be taken into consideration in multiple case studies and states that:

The logic underlying the use of multiple-case studies is the same. Each
case must be carefully selected so that it either (a) predicts similar results
(a literal replication) or (b) produces contrasting results but for
predictable reasons (a theoretical replication) (p.46).

However, he also states that replication logic should not be confused with
the sampling logic used in surveys as for the latter "a number of respondents (or
subjects) are assumed to 'represent’ a larger pool of respondents (or subjects), so
that data from a smaller number of persons are assumed to represent the data they
might have been collected from the entire pool” (p.47). Likewise, Cohen, Manion,
and Morrison (2007) state that case studies "provide insights into other, similar
situations and cases, thereby assisting interpretation of other similar cases”
(p.256).

All things considered, it was decided that the best method which matched
the overall purpose and nature of this study was qualitative case study while a
multiple case study was still employed to better answer the research question on
impact. Accordingly, the INSET seminar observed by the researcher constituted
the case of the study while ten English teachers formed the multiple cases of this

study.

3.3. Sampling
Sampling constitutes the backbone of any study. Morrison (as cited in

Cohen, Manion, and Morrison, 2007) state that "The quality of a piece of research
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stands or falls not only by the appropriateness of methodology and
instrumentation but also by the suitability of the sampling strategy that has been
adopted” (p.100), which emphasizes the utmost importance of sampling in any
study.

As mentioned previously in this chapter, this study is qualitative in
nature. It is important to note the difference between sampling in qualitative and
quantitative research designs prior to discussing the sampling strategy employed
in this study in line with the methodological standpoint of the study. Patton (1987)
differentiated between the sampling strategies employed in two research traditions
as the following:

The logic of purposeful sampling in qualitative methods is quite different
from the logic of probabilistic sampling in statistics. The power of
statistical sampling depends on selecting a truly random and
representative sample which will permit confident generalization from
the sample to larger population. The power of purposeful sampling lies in
selecting information-rich cases for study in-depth (p. 51-52).

Patton (1987) draws attention to the selection of information-rich cases to
have an in-depth understanding of the notion being studied which also constitutes
one of the dimensions used by the researcher to recruit the participants of this
study. In his introduction to purposeful sampling, this view is supported by
Creswell (2011) who maintains "In purposeful sampling, researchers intentionally
select individuals and sites to learn or understand the central phenomenon”
(p.206). In line with the paradigm of qualitative research design, purposeful
sampling was employed in this study, and participants who were thought to
contribute to the study in terms of providing the researcher with an in-depth
understanding of the context, content, and impact of the local INSET seminar by
answering the research questions were involved in the study.

There are various purposeful sampling strategies (Creswell, 2011; Cohen,
Manion & Morrison, 2007; Patton, 1987; Patton, 2002; Yildirim & Simsek, 2006)
and "researchers handpick the cases to be included in the sample on the basis of
their judgement of their typicality or possession of the particular characteristics

being sought™ as Cohen, Manion, and Morrison (2007, pp.114-115) state within
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the framework of their views about purposeful sampling. In this study, the
researcher employed two levels of sampling making use of various sampling

strategies as demonstrated in Figure 3.1.

%>’ Selection of the CrlterloniSampllng
CH INSET seminar ) .
- Convenience sampling
Selection of Criterion samplin
English piing
teachers : ! .
Maximum variation sampling
B . . -
i|>’ Selection of Crlterlonlsamplmg
teacher trainers : M. .
Maximum variation sampling
Selection of
faculty Criterion sampling
members

Figure 3.1. Sampling levels of the study.

The first level of sampling entails the selection of the INSET seminar
which would be exposed to full investigation in terms of its planning,
implementation, evaluation, and impact dimensions. Criterion sampling was
employed in the first level of sampling to select the case of the study. The
researcher chose a widely held INSET seminar entitled “English Language
Curricula, Methods, and Techniques,” which constituted the first level of
sampling. As noted earlier, this seminar started to be organized for English
teachers at a local level in cities all around Turkey in 2010 by the MoNE, and has
continued to be organized since then. The criteria for the selection of this seminar
were as follows: (1) the seminar addressed all English teachers working for the
MoNE all around Turkey, and (2) it was initiated after the curricula reform in
Turkey, making it an updating and informing tool for English teachers. Upon the

decision of the local INSET seminar, the researcher chose the city where she
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would carry out her study. Although the researcher was based in Ankara, as there
was no local INSET seminar organized for the English teachers working in
Ankara at that time, she chose the local INSET seminar to be organized in Konya
as it was the nearest location to Ankara considering the observation of the INSET
seminar, follow-up interviews and classroom observations to be held in Konya
later.

The second level of sampling focuses on the selection of the multiple
cases of this study, namely, the English teachers as well as the selection of teacher
trainers and faculty members. 10 English teachers, eight teacher trainers and three
faculty members constituted the sample of the study, which will be explained next
with particular reference to the purposeful sampling strategy used to select these
participants as well as the rationale for the sampling strategy employed.

3.3.1. Selection of English Teachers

10 English teachers who attended the INSET seminar in the Meram
district of Konya constituted the multiple cases of the study. Criterion and
maximum variation sampling strategies were employed while selecting the
English teachers who would be involved in the impact phase of the study. The
initial criteria for teacher participation to the study were attendance to the INSET
seminar observed by the researcher and working at the primary school level. Thus,
all primary school teachers who attended the INSET seminar were eligible to get
involved in the study as the data sources. The next step in teacher selection was
done using maximum variation sampling. Creswell (2011) defines maximum
variation sampling "as a purposeful sampling strategy in which the researcher
samples cases or individuals that differ on some characteristic or trait (e.g.,
different age groups)"” (pp.207-208). Likewise, Patton (1987) emphasizes the logic
applied in the maximum variation sampling as following: "...Any common
patterns that emerge from great variation are of particular interest and value in
capturing the core experiences and central, shared aspects or impacts of a
program” (p.53). The researcher chose the English teachers based on (a) whether

they were in the session observed by the researcher, (b) socioeconomic statue of
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the school where they worked (c) proximity of their school locations to the center
of Konya, (d) the year of teaching experience, and (e) their gender.

Ten English teachers participated in the study. Those teachers varied
according to a number of different factors. As seen in Table 3.1., of the 10
teachers, six were female, and four were male. As for the educational background
of the teachers, eight had a BA in English Language Teaching (ELT) while two
others were the graduates of English Language Literature (ELL). The teachers
who were the graduates of ELT differed according to the teacher education
programs they attended. Two teachers graduated from the Open Education
Faculty while the other six were the graduates of the education faculties. As for
the teaching experience of the teachers, it ranged from 2.5 years to 23 years. The
total number of the schools where the teachers worked was 11 as one of the
teachers worked in two schools. Of these 11 schools, six were inner-city schools,
three were village schools, and two were suburban schools. When it comes to the
socioeconomic status (SES) of the schools, SES was determined based on the
perceptions of the teachers about the SES of the school they worked in. Moreover,
information on the schools provided on their websites was analyzed to
complement what the teachers said about the SES of the schools. In line with this,
of the 11 schools, four had low, three had low to medium, two had high, and one
had medium to high SES.

As for the grades the teachers taught, the teachers taught at least two
different grades, and the average class size ranged from 17 to 45. The number of
the English teachers in the schools of the teachers also showed variation. As seen
in Table 3.1, only one teacher was the only English teacher in her school. The
other teachers had at least one English colleague in their schools. The teachers
were asked about the level of collaboration among their colleagues at school. The
level of collaboration was classified as low, medium and high based on the
answers of the teachers to the related question. As for the level of the
collaboration among their English colleagues, of the nine teachers, three had low,
three had medium, and three had a high level of collaboration with their

colleagues.
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Table 3.1

Characteristics of the English Teachers

¢S

Educational Teaching :
Pseudonyms Gender  Background Experience Location of SES Grades Avera_ge NOETs LoC
for teachers school of school  taught class size
(BA) (years)
Ada F ELL, 2001 10 Inner-city school L 4,5 28 4 L
1-LtoM 4,5
Bora M ELT, 2005 6 Village school 2- L 4,5,6,7,8 17 2 L
Cansu F ELT, 2002 9 Inner-city school L 5,6,8 28 4 M
Ceyda F ELT, 1991 20 Inner-city school MtoH 6,7,8 30 3 H
Defne F ELT, 2008 3 Village school L 4,5,6,7,8 23 1 NA
Emre M ELT, 2008 3 Inner-city school L 5,6,7,8 25 2 H
ELT (OEF),
Hakan M 2006 5 Suburban school LtoM 4,7,8 30 2 H
Kuzey M ELL, 2000 10 Inner-city school H 6,8 35 M
Merve F ELT, 1988 23 Inner-city school H 4,5,6,8 45 5 M
ELT (OEF),
Selin F 2006 2.5 Suburban school LtoM 4,5 38 4 L

Note. Abbreviations: F= Female, M= Male, BA= Bachelor of Arts, ELT= English Language Teaching, ELL= English
Language Literature, OEF= Open Education Faculty, SES= Socio-economic status, L= Low, M= Medium, H= High,
NoETs= Number of English teachers at school, LoC= Level of collaboration among colleagues, NA= Not applicable



3.3.2. Selection of Teacher Trainers

The total number of the teacher trainers in charge of training participants
in the Meram venue of the INSET seminar was 19. The researcher conducted
semi-structured interviews with eight of them. Criterion and maximum variation
sampling strategies were used to select the teacher trainers for semi-structured
interviews. The teacher trainers were selected according to their generation (first
generation vs. second generation teacher trainers) and the observations conducted
in their sessions by the researcher. In other words, four first generation and four
second generation teacher trainers whose one or more than one session was
observed by the researcher were interviewed about planning, implementation and
evaluation dimensions of the local INSET seminar.

As displayed in Table 3.2., the characteristics of the teacher trainers
differed in various ways. Of eight teacher trainers, four were the first generation
teacher trainers (FGTTs) while the other four were the second generation teacher
trainers (SGTTs). As for the gender of the teacher trainers, four female and four
male teacher trainers participated in the study. When it comes to the teacher
education program they attended, it can be seen that all of them except one had a
BA degree in ELT while only one of them had a BA degree in American
Literature. There was only one teacher trainer who was doing an MA in ELT. As
for the year of teaching experience, it ranged from six to 13 years. When looked at
the professional background of the teacher trainers, it can be seen that all of them
had teaching English experience at a public school, and four of them also worked
at a private school or a company before working at a public school. Only one of

the teacher trainers had university teaching background.

3.3.3. Selection of Faculty Members

Three female faculty members who took active roles in various stages of
the INSET programs organized by the MoNE in Turkey were involved in the
study. Criterion sampling was employed while selecting the faculty members. In
fact, there was only one faculty member who trained the teachers in the local
INSET seminar the researcher attended. Accordingly, the researcher interviewed

with her to have an in-depth understanding of the various stages of the INSET
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Table 3.2
Characteristics of the Teacher Trainers

Teaching

Professional Background

. Educational :
TTs Gender Experience Background Previous Positions Cur_r_ent Generation
(year) position
ET (public school)
TT1 M 6 BAINELT Private company TT SGTT
BAInELT ET (public school)
TT2 F 9 MA In ELT (IP)  Private company TT FGTT
TT3 F 12 BAINELT ET (private and public schools) TT SGTT
TT4 M 7 BAINELT ET (public school) TT FGTT
TT5 M 13 BA in AL ET (private and public schools) TT FGTT
TT6 F 11 BAINELT ET (public school) TT SGTT
TT7 F 8 BAINELT ET (public school) TT SGTT
ET (public school)
TT8 M 8 BAINELT Public university (PT) TT FGTT

Note. Abbreviations: BA= Bachelor of Arts, MA= Master of Arts, ELT= English Language Teaching, AL=

American Literature, ET= English Teacher, TT= Teacher Trainer, FGTT= First Generation Teacher Trainer,

SCTT= Second Generation Teacher Trainer, PT= Part time



seminar. In selecting the other two faculty members, being actively involved in
various stages of both TTPs and local INSET seminars all around Turkey served
as the criterion. In line with this, faculty members who were thought to be
information rich cases in terms of providing valuable data on planning,
implementation, evaluation, and continuation dimensions of the INSET programs
organized for the English teachers working for the MoNE were selected.

As seen in Table 3.3, three female faculty members participated in the
study. As for the educational background of the faculty members, the highest
degree held by two of them was PhD in ELT while it was BA in ELT and German
Language Teaching for Faculty member 1. All of the faculty members had more
than 20 years of teaching experience, and their previous positions included faculty
member and teacher trainer. Only one of them worked in a K-12 setting before
she started to work at a university level. As for the current positions of the faculty
members, Faculty Members 1, 2, and 3 were an instructor, professor, and retired
professor respectively. All of them had been involved in the INSET programs
including the TTPs and the local INSET seminars organized by the MoNE as a
teacher trainer. However, Faculty Member 1 was not involved in the latest TTPs
which started as of 2009. Apart from being a teacher trainer, Faculty Members 2

and 3 had also consulted for the MoNE in various projects.

3.4. Data Sources

Choosing the appropriate data collection methods is of crucial
importance in a qualitative study. Utilizing different data collection methods in
combination enables the researcher to better answer the research questions. Patton
(2002) states that:

“Multiple sources of information are sought and used because no single
source of information can be trusted to provide a comprehensive
perspective on the program. By using a combination of observations,
interviewing, and document analysis, the fieldworker is able to use
different data sources to validate and cross-check findings” (p.306).

Similarly, Marshall and Rossman (1995) assert that “Limitations in one

method can be compensated for by the strengths of a complementary one” (p.99),
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Table 3.3
Characteristics of the Faculty Members

Teaching Educational Professional Background
FMs Gender Experience Background Previous Current MONE Background
(year) Positions position
* 16 yrs experience
ET (K-12) «TT
TT — former TTPs
FM1 F 25 BAINELT & GLT A (SU, PU) Instructor (PU) — local INSETs
*16 yrs experience
*Consultant
TT
BA in AL Retired — TTPs
FM 2 F 30 MA & PhD inELT A (SU) Professor — Local INSETs
*8 yrs experience
*Consultant
BAInELT TT
MAInELT & AL — TTPs
FM 3 F 20 PhD in ELT A (SU) Professor (SU) —local INSETs

Note. Abbreviations: FM= Faculty member, BA= Bachelor of Arts, MA= Master of Arts, PhD= Doctor of
Philosophy, ET= English Teacher, SU= State University, PU= Private University, TT= Teacher Trainer,
ELT= English Language Teaching, AL= Applied Linguistics, GLT= German Language Teaching



highlighting the importance of employing a combination of methods while
conducting a study.

Yin (1994) describes three principles of data collection for high-quality
case studies as “(a) using multiple, not just single, sources of evidence; (b)
creating a case study data base; and (3) maintaining a chain of evidence” (p.79).
In line with this, three main qualitative data collection methods, namely,
interviews, observation, and document analysis were employed as the multiple
sources of evidence in this study. Interview was used as the primary data
collection method in this study. Yin (1994) asserts that “interviews should always
be considered verbal reports only. As such, they are subject to the common
problem of bias, poor recall, and poor or inaccurate articulation” (p.85). What Yin
(1994) suggests to overcome this problem is to “corroborate interview data with
information from other sources” (p.85). Accordingly, observation and document
analysis were utilized as the complementary tools, which will be explained next in
detail with limitations encountered in reference to each method. Figure 3.2

presents the data collection instruments used to answer each research question.

Data Sources

Qs TTI, Al, 1TI

/ 2T1, INSET-D
planning
-%:’_L _|<:" RQL ‘ TTI, Al 1T1,
Phase | implementation —I 2T1, INSET-O,
<:|‘ RQ2 k— INSET-D

evaluation /
o= ros LA,

Phasell {’—{ impact _|<j:|\ RO4. ‘ - INSETD
T, AL T,
2T1, INSET-O,

CO, INSET-D,
CD

Figure 3.2. Data sources in parallel with the research questions.

Note. RQ: research question, TTI: Teacher Trainer Interview, Al: Faculty member
Interview, 1TI: 1% Teacher Interviews, 2TI: 2" Teacher Interviews, INSET-O: INSET
seminar observation, CO: classroom observations, INSET-D: INSET related Documents,
CD: Classroom documents
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3.4.1. Qualitative Interviewing

Qualitative interviewing was employed as the main data collection tool in
the study. Patton (1987) states that “interviewing allows the evaluator to enter
another person’s world, to understand that person’s perspective” (p.109). In line
with this, the researcher attempted to get insights into the participants'
perspectives about the INSET seminar organized for English teachers through
conducting interviews.

There are different classifications of interview approaches. Though the
names of the approaches change, the classification is almost the same. A
commonly used classification belongs to Patton (1987) who classifies interviews
under three headings, namely (1) the informal conversational interview, (2) the
general interview guide approach, and (3) the standardized open-ended interview.
Patton (1987) states that “the difference among these approaches is the extent to
which interview questions are determined and standardized before the interview
occurs” (p.110). The general interview guide approach which is also known as the
semi-structured interview approach was used in all of the interviews held in this
study. Patton (1987) states that:

An interview guide is a list of questions or issues that are to be explored
in the course of an interview. An interview guide is prepared to make
sure that essentially the same information is obtained from a number of
people by covering the same material. (p.111)

With this in mind, after a thorough analysis of the current literature on
INSET, the researcher developed four interview guides for three different
stakeholders involved in the study, namely, English teachers, teacher trainers, and
faculty members (see Appendices A, B, C and D for the final versions of the
teacher interview guides | and Il, faculty member interview guide, and teacher
trainer interview guide, respectively). Though the faculty member and teacher
trainer interview guides were planned to be used during the seminar or later, the
interview guides developed for the teachers were planned to be administered
twice. The first teacher interview guide was administered to the English teachers
one week after the local INSET seminar ended while the latter was applied after

classroom observations were completed.
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Each interview guide started with some background questions such as
educational background and teaching/training experience of the participants. Next,
the interview guides included questions about the four dimensions of the local
INSET seminars, namely, planning, implementation, evaluation, and impact of the
local INSET seminar on teachers’ and their actual classroom practices, which
enabled the researcher to get the same information from different stakeholders
involved in the study. Although the questions in four interview guides showed
similarity to each other, teacher trainer and faculty member interview guides
differed from the teacher interview guides | and 11 in that the former two guides
included a set of questions on trainer training programs (TTPs) as teacher trainers
and faculty members as well as the questions on the local INSET seminars
organized all around Turkey. The number of the main interview questions ranged
from 10 to 19 for the teacher, faculty member, and teacher trainer interviews.

After developing the interview guides, expert opinion was taken into
consideration. The researcher got feedback on the interview questions from one
professor who had a PhD in Curriculum and Instruction; two English teachers,
one working at a primary school and the other working at a university; one teacher
trainer; and one PhD candidate in measurement and evaluation in education.
Based on the received feedback, she made the necessary changes. Although the
number of the main questions did not change, the researcher wrote a few follow-
up questions, probes and prompts into the interview guides. To illustrate, for the
main question “How were you informed about the seminar you attended?" which
appeared in the teacher interview quide, she added a follow-up question: "What
were the factors affecting your decision to participate?”” With the change made,
the researcher could investigate the reasons of teachers’ participation. The
interview guides became ready for the pilot testing process after they were revised
based on the feedback received.

The interview guides enabled the researcher to get most out of the
interviews. To begin with, as Patton (1987) suggested, the interview guide
approach helped the researcher to “make interviewing different people more
systematic and comprehensive by delimiting the issues to be discussed in the

interview” (p.111). One other contribution of the interview guide approach was
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that the researcher benefited from flexibility resulting from the nature of this
approach while asking the questions as she did not have to ask the questions in the
order and wording they appeared in the interview guide. Patton (1987) considers
this as a requirement of this approach and emphasizes the importance of adapting
"both the wording and sequence of questions to specific respondents in the context

of the actual interview" (p.111).

3.4.2. Observation

Direct observation was employed to complement the interview findings
in this study. Patton (1987) focuses on the integrated nature of interviewing and
observations and considers interviewing and observation as ‘mutually reinforcing
qualitative techniques’ (p.13). Similarly, Yin (1994) states that “observational
evidence is often useful in providing additional information about the topic being
studied” (p.87). Accordingly, observation was used to shed light on the local
INSET seminar organized for the English teachers and its impact on teachers' and
their actual classroom practices as a complementary tool.

Wilson (as cited in Marshall and Rossman, 1995, p. 43) claims that “one
cannot understand human behavior without understanding the framework within
which participants interpret their thoughts, feelings, and actions; researchers,
therefore need to understand those frameworks”. This highlights the importance
of the setting in a qualitative research. Similarly, Creswell (2011) defines
observation as “the process of gathering open-ended, firsthand information by
observing people and places at a research site” (p.213). With an aim to have a
better understanding of the local INSET seminar organized and its impacts on
teachers and their instructional practices, the researcher developed two
observation guides to be used mainly in two different research sites, namely, at
the conference venue and the schools of the recruited teachers after a thorough
analysis of the literature on INSET (see Appendices E and F for the INSET
seminar observation guide and classroom observation guide respectively).

The observation guides included space for background information about
observation to be conducted such as date, topic, and duration of the observation.

They also had space for the main points of observation such as the aims, methods,
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instructional activities, measurement and evaluation tools and interaction. Upon
the completion of the observation guides, the researcher got feedback on them
from those who contributed to the interview guide development process. The
feedback received from them helped the researcher to modify the existing guides,
making them ready for the pilot testing process. To illustrate, the researcher wrote
"language skills (e.g., reading, writing, grammar) developed" into the observation
schedule.

3.4.2.1. INSET Seminar Observation

The researcher observed a five-day, 23 hour INSET seminar entitled
"English Language Curricula, Methods, and Techniques” in the Meram district of
Konya between the 28" of March and 1% of April, 2011. The reason for
conducting observations during the local INSET seminar was twofold. In the first
place, the researcher aimed to develop a firsthand understanding of the various
phases of the local INSET seminar. Cohen, Manion, and Morrison (2007) state
that “The distinctive feature of observation as a research process is that it offers an
investigator the opportunity to gather ‘live’ data from naturally occurring social
situations. In this way, the researcher can look directly at what is taking place in
situ rather than relying on second-hand accounts” (p.396). Accordingly, the
observations conducted during the local INSET seminar constituted the backbone
of the study by providing the researcher with the opportunity to get firsthand
information about the implementation of the INSET seminar. Secondly, the
researcher aimed to recruit the participants of the study during the seminar and

build rapport and trust with them.

3.4.2.2. Classroom Observations

Ten English teachers who volunteered to participate in the impact phase
of the study constituted the multiple cases of the study. With an aim to develop
insights into the impact of the INSET on these teachers and their actual classroom
practices, and track their change over time, the researcher conducted observations
in their classes at regular intervals starting from one week after the INSET was

held. Creswell (2011) suggests making “multiple observations over time to obtain
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the best understanding of the site and the individuals” (2011, p.215). Accordingly,
the researcher observed the teachers' three times consisting of fifty hours
(sessions) of observation in total using the observation guides to have an in-depth
understanding of the impact of the seminar on the teachers and their instructional
practices over time. As will be explained later in detail within the data collection
procedures, the researcher conducted five hours of observation in each teacher's
classroom except for two teachers. She held four hours of observation in one of
these teachers' classroom while it was six for the other teacher.

3.4.3. Documents

Document analysis was used to complement the interview and
observation findings in the study. Yin (1994) regards the documentation as one of
the sources of evidence for case studies and states that "For case studies, the most
important use of documents is to corroborate and augment evidence from other
sources” (p.81). Similarly, Patton (2002) states that "...Documents prove valuable
not only because of what can be learned directly from them but also as stimulus
for paths of inquiry that can be pursued only through direct observation and
interviewing” (p.294). In line with this, document analysis was employed to
develop a clear and detailed understanding of the four phases of the INSET
seminar.

There are different classifications when it comes to define documents.
Bogdan and Biklen (1998) classify documents under three headings, namely,
personal documents, official documents, and popular culture documents. One
other classification is made by Creswell (2011) who differentiates between public

and private records as the source of documents. He states that

Documents consist of public and private records that qualitative
researchers obtain about a site or participants in a study, and they
can include newspapers , minutes of meetings, personal journals
and letters. These sources provide valuable information in helping
researchers understand central phenomena in qualitative studies.
(p.223)
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In this study, the researcher made use of various documents to have a
detailed and accurate understanding of the phenomena discussed. The documents
that the researcher utilized were classified under two categories: (a) INSET
seminar documents and (b) classroom documents, which will be explained next in
detail.

3.4.3.1. INSET Seminar Documents

The documents regarding the planning, implementation, and evaluation
phases of the INSET seminar organized for the English teachers were named as
the INSET seminar documents. Documents specific to the planning stage of the
local INSET seminar were noted as (1) the name list and sections of the
participants attending the INSET held in the Meram district of Konya and (2) the
INSET program including the session titles, section names, and names of the
trainers and faculty members in charge of the training event. Documents regarding
the implementation phase of the INSET were gathered from the teacher trainers
and the faculty member whose sessions were observed by the researcher. These
documents included the PowerPoint presentations, handouts, lesson plans, and any
other printed or soft materials used during the training event. Some of these
materials were collected during the sessions the researcher attended, some of them
were collected through a USB stick after the interviews were conducted with the
teacher trainers, and some other documents were obtained through email from the

teacher trainers in response to the document request of the researcher.

3.4.3.2. Classroom Documents

The classroom documents were collected from the teachers who were
involved in the impact phase of the study. The documents teachers used in their
classes starting from the week after the INSET was organized until the second
interviews were conducted with the teachers constituted the impact related
documents of the study. PowerPoint presentations, handouts, computer-based
programs, assessment tools (some of the exam papers, project assignments, etc),
and the textbooks the teachers used as part of their teaching were gathered from

the ten teachers as soft and/or hard copies.
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3.5. Pilot Testing

Pilot testing serves a crucial role in the design of a qualitative research
study in terms of enabling the researcher to investigate to what extent the
developed data collection instruments meet their intended purposes as it does in
quantitative research. As Harris (2010) puts forward, "pilot testing a qualitative
data collection instrument is a chance to determine whether and how it works
under real-life conditions” (p.151). This highlights the utmost importance of
conducting a pilot study before the actual data collection process.

Selection of the participants to be involved in the pilot testing process
necessitates a thorough understanding of the features and qualities of the actual
study participants. Harris (2010) claims that while conducting a pilot study,
participants should carry similar features as those of the research study
participants. In line with this, the researcher pilot tested the data collection
instruments with the English teachers who held similar characteristics with those
of the actual study. As has been noted, the researcher developed two types of data
collection instruments, namely, interview and observation guides, which

underwent through the pilot testing process as described below.

3.5.1. Piloting Interview Guides

The interview guides developed by the researcher were pilot tested to
make sure that they would work properly. Among the interview guides were (a)
the interview guide for the English teachers applied one week after the local
INSET seminar ended, (b) the interview guide for the English teachers
administered after classroom observations were completed, (c) the interview guide
for the teacher trainers involved in the seminar, and (d) the interview guide for
faculty members involved in the local INSET seminar. Since the questions in each
guide served the purpose of providing data on the four aspects of the local INSET
seminars, that is, planning, implementation, evaluation, and continuation of
INSETS, and as the wording and order of the questions showed similarity between
the guides, the researcher decided to pilot test the interview guides developed for
the English teachers. One other reason the researcher exposed only teacher

interview guides to pilot testing was that the English teachers constituted the
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multiple cases of this study who were the major data sources. Three teachers who
were involved in one of the local INSET seminars organized for English teachers
were interviewed using the developed interview guides. Convenience sampling
was used to reach those teachers. After the interviews were completed, the
researcher asked the interviewees a few more questions to get feedback about the
clarity of the questions asked with a special focus on their wording,
misunderstandings resulting from ambiguous questions, and identification of the
repetitive questions as well as the irrelevant questions, in other words, questions
which were taught to have a mismatch with the purpose of the study.

The teachers who were involved in the pilot testing process stated that
the interview questions were successful in addressing the purpose of the study and
commented on few points. Upon the completion of the interviews, the researcher
also transcribed these interviews in verbatim, checked whether the questions
worked, and then modified the interview guides. Accordingly, wording of some of
the questions was changed to eliminate any potential ambiguities likely to be
encountered. Besides, one question which was thought to be difficult to be

understood by the participants was rewritten.

3.5.2. Piloting Observation Guides

The researcher pilot tested the observation guides to improve their
effectiveness. To begin with, she pilot tested the seminar observation guide. She
conducted a one-day evaluation in one of the INSET seminars organized for the
English teachers and observed some of the sessions. During the observations, first,
she used the columns allocated to different aspects of the observation in the
observation guide to take the field notes. However, then, she decided that a
running account of what happened during the session with specific reference to
the setting, activities, and behaviors would be better to write the observation field
notes. Yet, she still focused on the predetermined headings specified in the
observation guide not to miss any piece of information without which the data to
be gathered would have been incomplete. The classroom observation guide was
exposed to pilot testing as well. The researcher conducted three hours of

classroom observations in the classes of two teachers who were involved in the
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present study prior to holding the actual observations in their classes. This enabled
her to develop an understanding of the extent to which the observation guide was
useful in serving its purpose. She, again, decided to make use of the running
account technique while taking the field notes. However, she still took the
headings written in the observation guide into consideration during the
observations. As a result, the researcher decided to make use of the observation
guides while employing a running account of what was happening in the actual

observations.

3.6. Data Collection Procedures

This section explains how the data were collected using the
aforementioned data collection tools. It starts with the formal permissions
obtained to conduct the study, and continues with the selection of the INSET
seminar to be observed. Then, it provides an explanation on the observations held
in the seminar. After that, it presents the procedures of the interviews conducted
with the teacher trainers and faculty members. Following this, the section focuses
on the step-by-step procedures of the impact phase of the study, to put in other
words, conducting the interviews and classroom observations of the multiple
cases of this study, namely, the English teachers. Figure 3.3. displays the data
collection procedures employed in the study for a better understanding of the data
collection process followed throughout the study.

The first step of the data collection procedures was to obtain THE
necessary permissions to conduct the study. The permissions were received in two
steps. The first step towards the data collection process was getting the consent
from the Applied Ethics Research Center (UEAM) at the Middle East Technical
University. After getting the approval from the thesis committee on the
instruments of this study, the researcher submitted her application form and a
sample of the data collection instruments with the other required documents to the
UEAM. Upon the obtainment of the consent from the center, the permission to
conduct the study was received from the Ministry of National Education,

Education Research and Development Directorate (EARGED) (see Appendix G).
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Figure 3.3. The data collection procedures employed in the study.
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Next, the local INSET seminar to be observed was selected. The purpose
of this study was to investigate the impact of the INSET seminar entitled "English
Language Curricula, Methods, and Techniques™ on the English teachers and their
actual classroom practices over time. As mentioned earlier in the Chapter, this
INSET seminar started to be held all around Turkey at a local level in 2010.
Although the researcher was based in Ankara, as there was no local INSET
organized for the English teachers working in Ankara at that time, she chose the
INSET to be organized in Konya as it was the nearest location to Ankara. Though
Konya was the nearest location to Ankara, the researcher still had to stay at a hotel
during the INSET seminar and further teacher observations, in total 4 weeks, as
Konya was 258 kilometers away from Ankara and it was not possible to commute
from Ankara to Konya.

Upon the selection of the INSET seminar to be held, the researcher got
the seminar program and venues of the INSET seminar in Konya as well as the
names of the Education Administrators in charge of the event from the Board of
Education (BoE). She also took the contact details of one of the teacher trainers
who was in charge of organizing the INSET seminars in Konya. She went to
Konya one day before the INSET seminar started to get the preparations on time.
As there were approximately 1270 English teachers working in Konya, three
different INSET seminar venues were allocated to the English teachers based on
the proximity of their school locations to the center of Konya. Accordingly,
Meram, Karatay, and Selcuklu, three central districts of Konya, were selected as
the three seminar venues by the BoE with different teacher trainers and faculty
members were in charge of training in each of them. As the same INSET seminar
program was used in all of the INSET seminars held in Konya, the researcher
chose only one of the seminar venues to attain integrity from the very beginning
to the end. Accordingly, the researcher randomly chose the seminar to be held in
the Meram District of Konya, and attended it for five days, a total of
approximately 23 hours as a hon-participant observer.

On the first day of the INSET seminar, before the sessions started, the
researcher introduced herself to the Education Administrator, and explained the

purpose of her study as well as her intention to observe the INSET seminar from
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the very beginning to the end. She also submitted the letter of consent she had
received from the EARGED. After talking to the Education Administrator, the
researcher introduced herself to the teacher trainers in charge of the training event,
explained the purpose of the study, and kindly asked for permission to visit their
classes to observe the seminar.

The next step was deciding on the sections to be observed. There were
approximately 421 participants in total attending the INSET seminar in the
Meram district of Konya, and 10 sections (A-J) were allocated to the training
event. The participants were alphabetically assigned to predetermined sections
according to the first letter of their names. There was an average number of 42 to
44 participants in each section from both primary schools and secondary schools
(see appendix H for a one-week INSET seminar program for one of these
sessions). As seen, there were 19 sessions in total including both theoretical input
and workshop sessions.

With an aim to gather systematic data without losing the flow of the
seminar and to establish rapport and trust with the teachers for the impact phase of
the study, the researcher started the observations as observing only one of the
sections which included 42 teachers. Later, she decided to observe two more
sections interchangeably with an aim to increase the number of the teachers who
would like to be involved in the impact phase of the study. The second and the
third sections she observed were composed of 35 and 44 teachers, respectively. In
the breaks, she mostly spent time with the teachers and teacher trainers to develop
an understanding of how they viewed the INSET seminar and to build trust which
is an important component of the qualitative research.

In the three sections in which the researcher conducted observations, she
introduced herself to the participants, gave information to them about the purpose
and potential contributions of the study and asked for volunteers from primary
schools who would like to be involved in further classroom observation and
interview phases of the study. Those who would like to be involved in the study
gave their contact details, the location and socio economic status of the schools
they worked in, average class size they taught, and the year of their teaching

experience. The researcher also asked the participants in the sections she did not
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observe whether they would like to participate in the study in case there might not
be enough teachers who would like to be involved in it. 42 teachers from both
observed and unobserved sections said that they would like to be involved in the
study and gave their contact information to the researcher. The researcher choose
10 participants from the list according to (a) whether they were in the session
observed by the researcher, (b) socioeconomic statue of the school where they
worked, (c) proximity of their school locations to the center of Konya, (d) the year
of teaching experience, and (e) their gender.

During the seminar observation, the researcher took the role of a
nonparticipant observer as suggested by Creswell (2011) who defines a non-
participant observer “as an observer who visits a site and records notes without
becoming involved in the activities of the participants” (pp.214-215).
Accordingly, she sat at the back of the classroom to be able to see the general
picture without disturbing the flow of the teaching and learning process. She was
quite silent and did not interfere with the lesson anyway. She took the observation
fieldnotes in the form of a running account of what happened in the sessions
including both detailed descriptive fieldnotes as well as those of reflective ones as
Bogdan and Biklen (1998) suggested though the former outweighed the latter.
Reflective fieldnotes were written at the end of the sessions when applicable.
While the researcher was taking the fieldnotes, although she preferred a running
account style, she still focused on the predetermined categories written in the
observation guide not to miss any important point regarding the purpose of the
study. At the end of each day, the researcher read the fieldnotes, and added any
important points she recalled to them with a different pen or pencil.

The interview phase of the study began during the seminar week. As
mentioned earlier, there were 19 teacher trainers and one faculty member in
charge of the training event. While selecting the teacher trainers to interview, four
first generation teacher trainers and four second generation teacher trainers whose
one or more sessions were observed by the researcher participated in the study.
The researcher scheduled appointments with the faculty member and teacher
trainers during the seminar. The faculty member and five teacher trainers were

interviewed during the week of the INSET seminar in Konya. The other three
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trainers and two faculty members were interviewed in Ankara later. All the
interviews were held in a quiet and comfortable place in the lobby of the hotel
where the teacher trainers stayed. The style followed in each interview with the
different stakeholders was the same. The interviews were held in a
"conversational style - but with the focus on a particular predetermined subject” as
Patton suggested (1987, p.111). The researcher used an audio recorder to record
the interviews upon getting the consent from the interviewees. She also used the
interview guides to take brief notes during the process. The reason why the
researcher preferred taking notes as well as using a recorder was twofold. Firstly,
she wanted to back up the recordings with the fieldnotes. Secondly, as Bogdan
and Biklen (1998) state writing fieldnotes besides using a recorder enabled the
researcher to have a complete picture of the 'meaning and context' of the interview
(p.108). Teacher trainer interviews lasted an average of 65 minutes whereas the
faculty member interviews lasted an average of 45 minutes.

Upon the completion of the INSET seminar, the researcher went back to
Ankara. She scheduled the first teacher interviews with ten English teachers for
the next week after deciding on who would be involved in the study. The reason
why the researcher conducted the first teacher interviews one week after the
INSET seminar finished was to get most out of the interviews by allowing the
teachers time to reflect on the seminar and their experiences. Furthermore, as the
teachers were not involved in classroom teaching during the INSET seminar
week, it was thought that it would take almost one week to adapt to teaching
again. Accordingly, the week after the seminar week was allocated to that
adaptation process.

The researcher went to Konya one week after the INSET seminar ended
and conducted the first teacher interviews and classroom observations. Teacher
interviews were conducted at the schools of the teachers except one of the
teachers who was interviewed at a quiet coffee shop due to some of the festival
arrangements in his school. Before starting the interviews, the researcher
introduced herself again and explained the purpose of the study. Then, she told the
interviewees that their involvement in this study would make a difference as they

were the ones for whom the INSET seminars were developed. Moreover, she
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assured them about the confidentiality of the interviews and told them they could
withdraw from the study at any point of the study. After taking permission from
them about recording the interviews, she conducted the interviews, each lasting an
average of 30 minutes. The researcher also used the photocopied interview guides
to take brief notes. The interviews were held in a conversational style and active
listening strategies were used to create a pressure free environment. The interview
guide helped the researcher to gather data about the four dimensions of the INSET
seminar, namely, planning, implementation, evaluation, and continuation. In line
with this, the teachers reflected on the seminar, talked about the initial impact of it
and mentioned their plans and concerns regarding the transformation of the
knowledge and skills gained through the seminar.

The researcher conducted one hour observation (one session) in each
teacher's class during the same week. Before conducting the observation, she
introduced herself to the students, and then sat at the back of the classroom mostly
in a corner. She took observation fieldnotes in the form of a running account of
what happened in the classroom with a special focus on the predetermined points
on the observation guide. It is interesting to note that though the some students in
a few classes were curious about what the researcher did there, they concentrated
in the lesson after the first five minutes mostly forgetting the existence of the
researcher there. After the lesson ended, the researcher thanked both the teacher
and students and reviewed her fieldnotes in a silent place. Then, she asked the
questions she jotted down during the observation or while reviewing the
fieldnotes to the teacher. She also asked the teacher what s/he planned to do in the
following lesson if applicable. The researcher shared the tentative observation
plan with the teachers to check their availability.

The second observations took place two weeks after the first
observations. With the purpose of gaining insights about the teachers' actual
classroom practices and spending more time in their classrooms, the researcher
conducted two-hour observation in each teacher's classroom except one teacher.
Although her observation was pre-scheduled, due to a serious personal problem
she experienced, the researcher was not able to conduct any observation in her

class that week. Observations were conducted similar to the first observations. In
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the breaks, the researcher spent time with the teachers and their colleagues as well
as the students. The colleagues of most of the teachers shared their ideas about the
INSET seminar and their applications, if any, during the informal conversations.

The last observations were conducted two week after the second
observations. Using the same procedures followed during the previous
observations, the researcher collected two-hour observation data from each
teacher except two teachers. The researcher could conduct one hour observation in
one of the teachers' classroom as his school was getting prepared for an exhibition
and the students were also involved in the process, resulting in lack of attendance
to some of the lessons. Secondly, the researcher conducted 5 hour observation in
the classrooms of the teacher who was not observed in the second week due to the
personal reasons. It is important to note that the teachers mostly taught the same
subject matter during the sessions they were observed as they mostly followed the
pacing set by the MoNE.

The last stage in the data collection process was conducting the second
teacher interviews. After the classroom observations ended, the researcher
conducted the second interviews using the same procedures followed during the
first interviews. This time, the teachers reflected on the seminar again parallel
with their actual teaching practices. The second interviews lasted an average of 25
minutes. Overall, the researcher conducted 73 hours of observation as well as
holding 31 interviews (approximately 1300 minutes) with the participants of the

study.

3.7. Data Analysis Procedures

There seems to be no single approach of qualitative data analysis
(Creswell, 2011, Patton, 1987; Yildirim & Simsek, 2006). Patton (1987) says that
"Because different people manage their creativity, intellectual endeavors, and hard
work in different ways, there is no right way to go about organizing, analyzing,
and interpreting qualitative data" (p.146). There are various suggestions made
concerning the data analysis process. Yildirim and Simsek (2006) suggest
developing a data analysis plan with a careful consideration of the qualities of the

data collected as well as the relevant literature on data analysis. One other
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suggestion is made by Creswell (2011) who proposes using a six step qualitative
data analysis and interpretation process as illustrated in Figure 3.4, which guided
the researcher throughout the study.

The Qualitative Process of Data Analysis

Codes the Text for Codes the Text for
Description to Be Themes to Be Used
Used in the Research in the Research

44—

\ / Simultaneous

_ The Researcher Codes the Data
Iterative  (i.e., locates text segments and assigns
a code label to them) —

T

The Researcher Reads Through Data
(i.e., obtains a general sense of
material)

The Researcher Prepares Data for
Analysis
(i.e., transcribes fieldnotes)

T

The Researcher Collects Data
(i.e., atext file such as fieldnotes,
transcriptions, or optically scanned D E—
material)

Figure 3.4. The qualitative process of data analysis. From Educational Research:
Planning, Conducting, and Evaluating Quantitative and Qualitative Research,
(p.237), by J. W. Creswell, 2011, Columbus, OH: Merrill Prentice Hall.
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As seen in Figure 3.4, the data analysis process begins with the
organization of the data and continues with the analysis and interpretation of
them. However, there are arrows allowing for simultaneous data collection and
analysis with the specified phases being iterative as suggested by Creswell (2011)
enabling the researcher to "cycle back and forth between the data collection and
analysis" (p.238). Accordingly, the researcher, started the data analysis process
immediately after she collected and converted the data to computer documents
though the data collecting process was still in progress as suggested by Creswell
(2011).

This part of the chapter will focus on how the data gathered through the
observations and interviews were organized as computer documents, analyzed,
and interpreted by the researcher, which will be explained under two headings,

namely organizing the data, and data analysis and interpretation.

3.7.1. Organizing the Data

Data gathered through the interviews, observations, and documents
underwent a series of procedures before the data analysis and interpretation
process. The researcher simultaneously entered the data collected through the
aforementioned tools into computer with an aim to organize and store the data,
that is, making the data to be ready for the next step. 1.5 spaced text formatting
was used for all the documents while converting the hand-written fieldnotes to
computer documents to ease the data analysis process. The total number of the
pages at the end of the data conversion process was approximately 900. The
following description explains how the data were organized on computer under
two categories in detail, namely, observations and interviews.

The researcher started with the organization of the seminar observation
fieldnotes. To begin with, the fieldnotes were typed into the Microsoft Word
documents. As the INSET seminar lasted five days, the researcher organized the
fieldnotes by session numbers with the days of the week were used as the
classification name as seen in Figure 3.5. Then, the seminar documents received
as hard copy from the teacher trainers and the faculty member were scanned. The

scanned documents and the documents that were received as soft copy were
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combined with the seminar fieldnotes so that the researcher would not have to go
back and forth between the seminar observation fieldnotes and documents during
the coding process, enabling the researcher to have the control of the data and see
the big picture for each and every session. Print screen feature of the keyboard
was also used when necessary, allowing the researcher to better combine the
documents with the fieldnotes.

L Friday ] Menday Session 1.docx
:' — T ——> #] Monday Session 2.docx
E e & @ Menday Session 3.doex
E == ] Menday Session 4.docx
Seminar Wednesday
Observation
Fieldnotes

Figure 3.5. Organization of the seminar observation fieldnotes by the days of the

week.

Similar to the seminar observation fieldnotes, classroom observation
fieldnotes were converted into the Microsoft Word documents. The data were
organized chronologically with the teachers being the classification category as
seen in Figure 3.6. Pseudonyms were assigned to the teachers to protect their
identity. After entering the data into the computer, the documents used by the
teachers were scanned and combined with the classroom observation fieldnotes

using the same procedures followed during the organization of the seminar

fieldnotes.
Ada N
1 Bora hﬂ Cansu 1 .docx
:‘ Cansu "Eﬂ Cansu 2 .docx
k —
E — Ceyda —— "fj Cansu 3 .docx
E Defne @ Cansu 4 .docx
Classroom Emre ] Cansu 5 .docx
Ohservations ey
Figldnotes akan
Kuzey
Merve
Selin

Figure 3.6. Organization of the classroom observation fieldnotes by the teachers.
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The interviews were organized in the computer as well. The audio taped
interviews were converted into the Microsoft Word documents and organized in
three files by the group of participants involved in the study, namely, teachers,
teacher trainers, and faculty members. As two interviews were conducted with
each teacher, these interviews were organized as the first and the second teacher
interviews within each teacher file. The researcher backed all the files up onto an
external hard drive, a USB drive, a DVD, and a notebook. Upon the completion of
the conversion process, she printed duplicate copies of each document, one for the
first coding and the other for the double-coding, and grouped them separately in

hard paper folders.

3.7.2. Content Analysis

The raw data generated through the word processing were subjected to
the content analysis after the researcher read through them. Patton (2002) defines
content analysis as “any qualitative data reduction and sense-making effort that
takes a volume of qualitative material and attempts to identify core consistencies
and meanings” and states that “The core meanings found through content analysis
are often called patterns or themes” (p.453).

As mentioned earlier the researcher started the data analysis process
while the data collection process was still in progress as suggested by Miles and
Huberman (1994) who state that “Coding should not be put off to the end of data
gathering. Qualitative research depends heavily on ongoing analysis, and coding
is a good device for supporting that analysis” (p.66). Upon printing the raw data
generated through the word processing, the researcher read them to have a general
understanding of the INSET seminar, with a special focus on the research
questions addressed in the study as suggested by Creswell (2011). Moreover, in
accordance with the recommendation of Creswell (2011), she wrote down any
ideas that occurred to the researcher in the margins of the relevant documents.

There are two ways to be employed while analyzing the qualitative data.
One of them is coding the data manually, in other words, by hand while the other
is making use of a computer program specially developed for qualitative data

analysis. Though the researcher is a proficient user of the computer and the latest
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technological tools, she decided to code the data manually as she wanted “to be
close to the data and have a hands-on feel for it without the intrusion of a
machine” as suggested by Creswell (2011, p.240). However, she still used the
computer to organize the patterns, themes, and codes in an excel file, which will
be explained next in detail.

The next step was identifying the preliminary codes to be used while
coding the raw data. Miles and Huberman (1994) state that “creating a provisional
‘start list” of codes” prior to coding is one of the ways of creating codes and
further explains this by stating that “That list comes from the conceptual
framework, list of research questions, hypotheses, problem areas, and/or key
variables that the researcher brings to the study” (p.58). In line with this, the
researcher created a start list of codes taking the four dimensions of the INSET
seminars organized for the English teachers by the MONE into consideration.
After compiling the tentative codes on a single page, the researcher chose two or
three documents from each type of data, coded them and modified the start list of
the codes by adding emerging codes or revising the existing ones. Now that she
knew the general codes to be used during the coding process, she started coding
the seminar observation fieldnotes simultaneously with the interview
transcriptions of the teacher trainers and faculty members as well as the first
interviews of the teachers to gather an understanding of the four dimensions of the
INSET provided. As mentioned earlier in the chapter, the documents regarding
the seminar and classroom practices of the teachers were scanned and combined
with the seminar and observation fieldnotes respectively. She also coded the
documents in line with the research questions. She used colors when necessary to
code the data. The data gathered from the English teachers through the second
teacher interviews and classroom observations were coded upon coding the
aforementioned raw data similarly.

Though the use of a start list of quotes is thought to help the researchers,
Miles and Huberman (1994) warn the researchers to “be ready to redefine or
discard codes when they look inapplicable, overbuilt, empirically ill-fitting, or
overly abstract” (p.65). Taking this into account, the researcher was open to new

codes emerging while coding the data and as the new terms appeared she added
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them to the tentative list and turned back and made the necessary changes in the
previous documents. Though it took quite much time to code the first documents,
the time spent on coding the later documents decreased as the researcher gained
the control of the coding process. Here, it is also important to note that the
researcher consulted two of her colleagues and her supervisor from time to time
throughout the data coding process as well.

One other way employed during the coding process was identifying the
tentative quotations to be used later. Patton (1987) emphasizes the importance of
the direct quotations by stating that they "reveal the respondents' levels of
emotion, the way in which they have organized the world, their thoughts about
what is happening, their experiences, and their basic perceptions” (p.11). Taking
this into consideration, the researcher highlighted the quotations to be used while
writing up the results. The criteria for the quotation selection were adherence to
the purpose of the study and relevance of the quotation in terms of complementing
the findings. After coding all the documents, the researcher double coded them.
Although, it took a lot of time to reread and code the documents, it enabled the
researcher “to reduce overlap and redundancy codes” and “collapse codes into
themes” as suggested by Creswell (2011, p.244). Accordingly, this process further
enhanced the trustworthiness of the study.

Upon the completion of the check coding process of each document, the
researcher created an excel file to group the tentative codes, and sub-codes under
four main categories, namely, planning, implementation, evaluation, and impact,
taking the research questions addressed in the study into consideration. Moreover,
the quotations and excerpts from the fieldnotes highlighted earlier were given a
code and were written in a different column in the excel file to be used later with
an aim to enrich the descriptions. As the researcher transferred each code and
quotation written in documents to excel file, she ticked each off. If a code
appeared to have a mismatch with the given themes, she reread the part in which it
appeared and recoded it based on the research questions. However, she
experienced this only three or four times as she used a start list of codes, was still
open to changes, and double coded the data. Here, it is important to note that the

data collected from different individuals through different data collection tools
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complemented each other, presenting a vivid and a detailed picture to be used
while reporting the findings.

The last step in the data analysis process was to review the themes,
patterns, and codes written on the excel file once more to be able to successfully
interpret the analyzed data (See Appendices | and J for the final codes of the study
and excerpts from the coded interview transcripts and observation fieldnotes).
Upon the completion of this process, the researcher got the excel files printed on
Al or AO paper depending on the dimension of the file to ease the reporting
process and not to miss any important information while reporting the results.
Patton (1987) differentiates between analysis and interpretation by stating that the
former is the organization of the data 'into patterns, categories, and basic
descriptive units' while the latter is considered ‘attaching meaning and
significance’ to the organized data as well as investigating ‘relationships and
linkages among descriptive’ dimensions (p.144). Accordingly, the last step
enabled the researcher to present a vivid and detailed picture of the impact of the
seminar on teachers and their actual practices through enabling her to interpret the

findings.

3.8. Trustworthiness

Validity and reliability are of paramount importance for both quantitative
and qualitative approaches as without them it seems difficult to establish the
trustworthiness of a study. Cohen, Manion, and Morrison (2008) state that these
terms can be used in both of the aforementioned approaches even though how
they are addressed in each might show variation. Similarly, Yildirim and Simsek
(2006) put forward that the ways employed to ensure reliability and validity in
qualitative studies are quite more different than those used in guantitative ones
due to the nature of the qualitative study. In line with this, different classifications
seem to be used instead of the terms of validity and reliability in qualitative
studies. The commonly used terms validity and reliability were replaced by
credibility, transferability, dependability and confirmability by Lincoln and Guba

(1985), which will be used here to discuss about the trustworthiness.
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One of the ways employed to ensure the credibility of this study was
using triangulation. Creswell (2011) defines triangulation as "the process of
corroborating evidence from different individuals (e.g., a principal and a student),
types of data, (e.g., observational fieldnotes and interviews), or methods of data
collection (e.g., documents and interviews) in descriptions and themes in
qualitative research” (p.259). In this study, data were collected through different
sources, namely, the English teachers, teacher trainers, and faculty members,
which enabled the researcher to gather data on the four dimensions of the INSET
seminars organized for the English teachers by the MONE. Moreover, data were
collected through three main data collection tools, that is, interviews,
observations, and documentation, helping the researcher to have different types of
data on the same research questions. Patton (1987) highlights the importance of
data triangulation by stating that "Using more than one data collection approach
permits the evaluator to combine strengths and correct some of the deficiencies of
any one source of data” (p.60). As noted before, interview was used as the main
data collection tool in this study while observations and documentation were used
to complement the interview findings, which increased the credibility and
accuracy of the findings. Last but not least, time triangulation (Denzin, 1970, as
cited in Cohen, Manion, & Morrison) was considered a type of triangulation,
allowing the researchers "to take into consideration the factors of change and
process by utilizing cross-sectional and longitudinal designs™ (p.142). It seems
obvious that the periodic observations conducted in the classrooms of the multiple
cases of this study, namely, the English teachers enabled the researcher to make
use of time triangulation, increasing the credibility of the study.

Next, the researcher used prolonged engagement to increase the
credibility of the study. She conducted approximately 23 hours of seminar and 50
hours of classroom observations and spent sufficient time in the two research
sites, namely, the conference venue and the classrooms of the teachers involved in
the study. Lincoln and Guba (1985) state that "the longer the investigator is in the
field, the more accepted he or she becomes, the more appreciative of local culture,
the greater the likelihood that professional judgments will be influenced" (p.304).

It is important to note that being in the field for a long time enabled the researcher
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to be considered one of the members of the site and to gain the trust of the
participants. In addition to the number of the observations conducted, the
researcher conducted interviews with different stakeholders in the study, each
covering questions about the dimensions of planning, implementation, evaluation,
and impact of the INSET seminar. As a comprehensive interview guide was used
in the interviews, as suggested by Yildirim and Simsek (2006), the researcher
benefited from the duration of the interviews in that participants were more
relaxed after a few minutes in the interviews, sharing their ideas more sincerely.
Moreover, the English teachers were interviewed twice, which is thought to
increase the credibility of the study by by Yildirim and Simsek (2006).

Furthermore, persistent observations were wused to ensure the
trustworthiness of the study. Lincoln and Guba (1985) differentiate between
prolonged engagement and persistent observation by claiming that the former
promotes scope while the latter promotes depth. As suggested by Lincoln and
Guba (1985), the use of persistent observation in this study enabled the researcher
'to identify those characteristics and elements in the situation that are most
relevant to the problem or issue being pursued,” (p.304) which increased the in-
depth understanding of the context, content, and impact of the INSET seminar.

Member checking was used to validate the preliminary findings of the
study. Creswell (2011) considers member checking as "a process in which the
researcher asks one or more participants in the study to check the accuracy of the
account” (p.259). The researcher shared the preliminary findings of the interviews
with a few participants through informal interviews and then proceeded in the data
interpretation process, which might be considered a way to ensure the credibility
of the study.

Transferability of the study was established through providing thick
descriptions as well. Lincoln and Guba (1985) uses the analogy of déja vu to
illustrate the effects of using thick descriptions. They state that "The aim of the
case report is to so orient readers that if they could be magically transported to the
inquiry site, they would experience a feeling of déja vu-of having been there
before and of being thoroughly familiar with all of its details" (p.214). With an

aim to create a déja vu effect, the researcher provided thick descriptions focusing
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on each and every phase of the study. Erlandson et al. (1993, as cited in Yildirim
and Simsek, 2006) suggest using purposeful sampling to increase the
transferability of a study. In this study, as mentioned earlier, the researcher used a
two level purposeful sampling strategy, which helped her to better answer the
research questions by being able to focus on both individual differences and
general traits shared as suggested by Yildirim and Simsek (2006).

Dependability of this study was achieved through the contributions of the
researcher's supervisor who is highly competent in both qualitative research
design and teacher education. Each and every step of the study including but not
limited to developing the instruments, collecting data from different stakeholders
on the same dimensions of the INSET, analyzing the data as well as presenting the
results was carefully followed by the researcher's supervisor who provided quality
feedback on the process, increasing the dependability of the study. Moreover, the
Thesis Supervising Committee was consulted for their comments on the process,

which contributed to the dependability of the study.

3.9. Limitations of the Study

This study has two main limitations which are closely related to each
other. One of the limitations of the study rests in the nature of the study. As
mentioned earlier, this study is qualitative in nature, and purposeful sampling
strategy was used to better answer the research questions. Accordingly, the data
were collected from the English teachers working in the Meram District of Konya,
teacher trainers, and faculty members using three main data collection tools,
namely, interview, observation, and documentation. Thus, the results of the study
cannot be generalized to all English teachers who have attended or are likely to
attend an INSET seminar organized by the MONE. Similarly, the results cannot
be generalized to all local INSET seminars organized by the MoNE. This
limitation is further supported by Patton (2002) who states that “The sample, like
all other aspects of qualitative inquiry, must be judged in context-the same
principle that undergirds analysis and presentation of qualitative data” (p.245).

Closely related with the previous limitation of the study, recruitment of

the English teachers could be another limitation. As noted before in the chapter,
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the researcher attended the INSET seminar to have a firsthand understanding of
the implementation process and to recruit the participants of the study. She
explained the purpose of the study and asked the English teachers whether they
would like to get involved in the impact phase of the study. Only 42 teachers
stated their interest in involvement in the study. Here, it is important to note that it
is not clear how volunteer teachers are different from non-volunteers in terms of
the qualities they hold. Furthermore, how and to what extent non-volunteer
teachers transform the knowledge and skills gained through the INSET seminar is
not known. As a result, it is quite difficult to generalize the findings to non-

volunteer teachers even they work in the Meram district of Konya.
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CHAPTER IV

RESULTS

There can be no educational development without teacher
development...the best means of development is not by clarifying ends
but by analyzing practice.

Lawrence Stenhouse

This chapter presents the results of the study under four main headings in
line with the research questions that guided the study: (a) planning, (b)
implementation, (c) evaluation, and (d) impact of the INSET programs organized
for the English teachers by the MONE. As explained earlier, the major purpose of
this study is to investigate the impact of the INSET programs on the English
teachers and their teaching practices in various dimensions. Accordingly, the
answers to the research questions on planning, implementation and evaluation are
presented in detail to establish the connection between these three aspects to the

research question on impact.

4.1. Planning of Staff Development

The first research question addressed in the study focused on how the
INSET programs organized for the English teachers by the MoNE were planned.
As explained earlier, two successive Trainer Training Programs (TTPs) designed
through the cascade training model were held in Turkey, and a large group of
English teachers were trained to be trainers. Then, they cascaded the knowledge
and skills to the other English teachers working for the MoNE through one-week
local INSET programs held all around Turkey, which makes the TTPs an

indispensable part of the planning stage for the local INSET programs.
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Accordingly, as seen in Figure 4.1, the planning phase of the INSET programs
focuses on both the recent TTPs and planning stage of the local INSET programs,
which will be explained next in detail.

4.1.1. Trainer Training Programs

The Trainer Training Program (TTP) was regarded as the preparation
stage for the delivery of the local INSET seminars. Therefore, it is crucial to
present how the TTPs were planned, implemented, and evaluated. The data
collected from eight teacher trainers and three faculty members through the semi-
structured interviews were used to access the information about the TTPs, as
presented in detail below.

4.1.1.1. Planning of Trainer Training Programs

Two recent TTPs designed through the cascade training model were
initiated in 2009 and 2010 successively with an aim to educate the English
teachers so that they could train the other English teachers working for the MoNE
all around Turkey. Considering that there were approximately 48.000 English
teachers working for the MoNE during the initiation date of the TTP, it became
much more important to educate the teacher trainers. The qualitative analysis of
the transcribed interviews produced the following sub-themes regarding the TTP
planning: (a) selection of the teacher trainer candidates (TTCs), (b) type of
attendance, (c) initial information on the TTP, (d) content selection, and (e) trainer
assignment.

Selection of the TTCs: The selection of the TTCs was the first sub-theme

emerged from the qualitative analysis of the transcribed interviews regarding the
planning stage of the TTPs. The teacher trainers and two faculty members said
that there was a lack of planning regarding the selection of the TTCs in both of the
TTPs initiated. All of the teacher trainers except Teacher Trainers 4 and 8 stated
that there was no formal selection criteria applied by the MoNE while recruiting

the TTCs to be trained. Faculty Member 2 further substantiates this as follows:
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Figure 4.1. Sub-themes and codes regarding the planning of staff development.
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I think there exists no selection criterion. | only know that a letter was
sent to Provincial Directorate for National Education (PDNE).
Experience was not sought, neither was any other criterion. Only those
who were known by the PDNEs. Or the schools might have been called,
and the teachers might have been invited based on how well the school
administrators presented their teachers. Because, among the participants
were the teachers with 20 years of experience as well as those having 2
years of experience...There were teachers who had already held a teacher
trainer certificate from the MoNE as well as those who had not
completed the induction period yet.

The analysis of the transcribed interviews showed that personal relations
of the teacher trainers played a crucial role in the selection process of TTCs. At
this point, the type of personal relations showed variation. For example, Teacher
Trainers 1 and 3 stated that the reason why they were selected was their being
active in their local contexts, and accordingly they were the first names that came
to mind in case of any training event or anything regarding English. What Teacher
Trainers 2 and 4 stated about the selection process was a bit different. They said
that they learned about the seminar through "a friend of friend”. Similarly, one
other reason for selection was reported by Teacher Trainer 7 who could not find
any reason why she was selected for the TTP, and regarded her participation to
the program as a coincidence due to knowing some people from the Provincial
Directorate for National Education (PDNE). Teacher trainers 5 and 8 stated that
their relations with the PDNE enabled them to be selected. Still, they were not
quite sure about the criteria.

Here, it is important to note that, as mentioned above, only Teacher
Trainers 4 and 8 indicated the existence of the selection criteria in the formal letter
of the MoNE. Teacher Trainer 8 stated that the year of teaching experience was
specified as a selection criterion, and the teachers who had teaching experience
between five to 15 years were considered eligible for being a teacher trainer.
However, even at that point, his relations with the PDNE made him eligible for
the TTP, showing that although his personal contacts enabled him to enter the
training profession, the criteria stated in the formal letter was taken into
consideration for his case. Another criterion was reported by Teacher Trainer 4

who stated that there was a quota for the TTCs. The quota was for two people
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from each city, one primary and one secondary school teacher. Besides the formal
criteria, two other teacher trainers mentioned the existence of an implicit criterion
as well. They stated that the teachers who did not have any travelling problem
were considered for the trainer position at the initial step, and added that this
implicit criterion and their personal relations enabled them to be a TTC. The
informal interviews held with the TTCs during the piloting phase of the study
further supported the finding that some of the teacher trainer candidates were
selected taking the personal contacts into consideration.

Based on the analysis of the interviews conducted with the English
teachers, teacher trainers, and faculty members, as well as the INSET seminar
observations conducted by the researcher, one more point which is worth
mentioning here is that a great number of English teachers working in the cities
were not informed about the TTPs at all. The semi-structured interviews
conducted during the piloting phase of this study confirmed this as well since the
teachers interviewed stated that they had not been informed about the TTPs in
their locals.

Type of Attendance: The second sub-theme regarding the planning phase

of the TTPs was identified as the type of attendance. Both the teacher trainers and
faculty members stated that there were variations regarding the type of attendance
to the TTPs. Based on the discussions they held with the other TTCs during the
TTP process and with the teacher trainers trained through the TTPs, the teacher
trainers said that some of the TTCs had to attend the TTP as they were asked to do
so by the local authorities while some others attended it on a voluntary basis.
Moreover, during the pilot testing of the seminar observation schedule, the
researcher had informal discussions with the TTCs, and noticed that there were
differences regarding the TTC selection process, type of attendance, and the initial
information provided to them about the TTP, which will be dealt with in detail
under the next headings.

When the teacher trainers involved in the study were asked whether their
participation to the TTPs was compulsory or voluntary, two of them said that they
attended the TTPs on a compulsory basis while the others stated that they

voluntarily attended the TTPs. Here, why the volunteered teachers were willing to

89



attend the TTPs was also of significant importance. Among the stated reasons for
the voluntary attendance to the TTPs were sharing practices, updating the
knowledge and skills, and exploiting opportunities for personal and professional
growth. One other interesting reason was reported by Teacher Trainer 5 who
stated that some of the teachers participated in the TTPs as they regarded the

TTPs as a kind of holiday due to the venue and location of the TTPs organized.

Initial Information on the TTPs: One other sub-theme emerged regarding
the planning phase of the TTPs was identified as the provision of the initial
information on the TTPs. All of the teacher trainers stated that they did not know
anything about the purpose, content, and process of the TTPs when they were
selected, which meant that they were not aware of the purpose that they would be
teacher trainers upon the completion of the seminar they were called. What is
more, the goal of the TTPs gained certainty quite later in the TTP process as
stated by Teacher Trainers 2, 4, 5, and 8. To illustrate, Teacher Trainer 5 recalled
the day he learned about the goal of the TTP he attended and said:

...I had thought about why exactly I had been invited there until the last
day...The intention of the seminar appeared on the last day of the
seminar [1% step of the 1% TTP] upon the explanation of an authority.

Here, it is strikingly important to note that Faculty Member 3 also said
that she was not informed about the actual purpose of the TTP when she was
invited there, which made her to focus on teacher training rather than trainer
training in her content delivery. She regarded this as an important planning
problem negatively affecting the actual training practices of the teacher trainers.

She elaborated on this as follows:

...I mean when I went to Antalya, at the beginning, I did not know that
this was a trainer training program. No one had told me. | thought that |
only went there to give in-service teacher training [sessions], to train a
group of teachers. | learned this [purpose] after | arrived there. | mean
planning problems like this happened. They [TTCs] did not know this too
by the way...This is not good. They later felt the responsibility and so on.
We could have made the planning according to it [purpose]... | mean we
gave the knowledge but I don’t know how much we were helpful in
terms of how they could teach this to the others [teachers].
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Another problem reported by the teacher trainers in terms of the planning
of the TTP was about the date when the TTCs were called upon to attend the
TTPs. Most of the teacher trainers stated that they heard about the TTP on Friday,
the last working day of the week. They said that having only two days left to get
prepared for the TTP to be held in a venue other than their own cities caused
anxiety prior to the TTP.

Content Selection: The content selection was another sub-theme

produced through the analysis of the transcribed interviews regarding the planning
of the TTPs. It is important to note that neither the MoNE related nor the teacher
focused needs assessment was done regarding the content selection for the TTPs
as stated by Faculty member 2 who had been involved in colloboration with the
MoNE approximately for 16 years. The teacher trainers and the faculty members
involved in the study also stated that there was no needs assessment study
conducted prior to the content selection process. Interestingly enough, they also
did not have any information on how the content was selected, which was
regarded as a weakness of the TTPs initiated.

Being the most knowledgeable person in this issue, Faculty member 2
said that the general framework of the seminars addressing the English teachers
was drawn approximately 18 to 20 years ago with the full consideration of the
pre-established goals mostly by the foreign experts, and the content selection
process did not go beyond the identification of the session names and outlines. As
there was a pre-established outline without subheadings for the content delivery,
the content was unstandardized and it was the responsibility of the teacher trainers
and faculty members to deliver the content based on their background knowledge
and competencies as stated by Faculty Member 2. Here, it is important to note the
specified content had been rigidly followed since the first TTP in both TTPs and
the local INSET seminars, and had not been altered significantly despite the
changes in ELT. Even the name of the INSET programs called "Methods and
Techniques in ELT" had not changed.

The analysis of the data revealed that some changes were made within
the existing INSET content However, prior to the initiation of the first TTP.

Faculty Member 2 said that her opinions were taken into consideration, and she
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shared her expertise with the Board of Education (BoE) about the content
selection process regarding the first TTP. She added a few topics such as
integrated skills to the pre-established content list. Upon the completion of the
first TTP, an informal meeting was organized including the faculty members and
some of the first generation teacher trainers with an aim to work on the INSET
content used during the first TTP. Teacher Trainers 4 and 5 were among the
teacher trainers who contributed to that content selection process. Teacher Trainer
5 stated that the aforementioned meeting was in the form of a brainstorming
process, and a group of eight to 11 people discussed the names and durations of
the sessions and seminar program structure, namely, coffee breaks, number of
breaks, and so on. Likewise, Teacher Trainer 4 considered that process as
selection and ordering of already existing content. What was different from the
content of the first TTP was the use of “adult education” as a session itself in the
second TTP. When reflecting on his experience, Teacher Trainer 4 said that
although the teacher trainers positively contributed to the process of content
selection, it was faculty member dominated and the content was later revised once
more by the BoE. The content selection provided at that stage constituted the
baseline of the second TTP and the local INSET programs as well, and revised
later through the INSET standardization, which will be discussed later in the
chapter.

Trainer Assignment: Trainer assignment was the last code emerged from

the analysis of the data regarding the planning stage of the TTPs. The trainers who
were in charge of training the TTCs differed in two TTPs. The trainers of the first
TTP included mainly faculty members, few teacher trainers from the MoNE, and
the experts from the British Council and American Embassy whose mother tongue
was English. What differentiated the second TTP than the first TTP in terms of
the trainers was that more than half of the teacher trainers educated through the
first TTP, namely, the first generation teacher trainers (FGTTS) trained the TTCs
in the second TTP as well.

The teacher trainers mostly stated that the involvement of the faculty
members and the native speakers in the TTPs increased the motivation of the

TTCs and enabled them to give the training event a serious consideration.
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However, some of the teacher trainers also stated that both the faculty members
and the native speakers were far away from the current teaching realities in
Turkey, and some of them were heavily dependent on the use of the traditional
methods in instruction. Moreover, Faculty member 2 stated that the experts in the
field were not invited to give the trainings specified in the content list. Instead, the
invited faculty members delivered the sessions based on their interests and
backgrounds, which meant that the TTCs could not have enough exposure to the
stated session topics in the content of the TTPs.

It is important to note that including the FGTTs as the trainers in the
second TTP was welcomed with anxiety as they were inexperienced in teacher
training. However, their being teacher trainers in the second TTP was also
regarded as one of the strengths of the TTP. The second generation teacher
trainers (SGTTSs) said that since the FGTTs were coming from the field and knew
the current language teaching and learning processes employed in Turkey, they
could understand their worries and resistance, and critically analyze whether a

suggested activity or material could work in a class.

4.1.1.2. Implementation of Trainer Training Programs

The analysis of the transcribed interviews held with the teacher trainers
and the faculty members produced four sub-themes regarding the implementation
phase of the TTPs: (a) delivery process, (b) content provision, (c) methodology,
and (d) material use. In line with this, this part of the study will focus on how the
TTPs were conducted to have a general idea on how the teacher trainers delivering
the INSET content were trained.

TTP Delivery Process: Two successive TTPs were held through the

cascade training model in 2009 and 2010, respectively. As seen in Figure 4.2, The
TTPs differed in their duration and venue, and there were also some variations
observed within and between the TTPs in terms of the content, methodology,
material use, and trainer assignment as will be discussed in detail next.

The First TTP: The first TTP consisted of four separate trainings

differing in their duration, venue, content and methodology, as described below in
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detail. The trainers were mainly comprised of the faculty members, native

speakers, and a few teacher trainers from the MoNE.

. 2" Step
L SiED Kizilcahamam
A(rt‘\t;(')y\‘jveiﬂgf =7 Ankara, 2009
(two weeks)
I lSt
A4 TTP
3 Step 4™ Step
Bilkent University, — Bagkent University
Ankara, 2009 Ankara, 2009
(one week) (one week)
_/
——
1% Step 2nd Step 2"
Kizilcahamam, 2010 —> Antalya, 2010 == TTP
(one week) (two weeks)
—

Figure 4.2. Timeline for the first and the second TTP.

The First Step of the First TTP. The first step of the first TTP was held in

Antalya in July 2009. Its duration was two weeks, from a Monday to Friday

schedule with the weekends off. Although some of the teacher trainers stated that
they liked the venue of the TTP, Teacher Trainer 5 told that the venue was
distracting, and likewise Teacher Trainer 8 used the analogy of the “holiday”
considering both the venue and lack of planning regarding the given input.
Approximately 150 TTCs had been invited to attend the TTP; however, around
120 teachers attended it. The TTCs took the training in a single section, which
meant that there were novice teachers from the primary and secondary school
level as well as those having various years of teaching experience in the same
section. The teacher trainers involved in the study said that training a relatively
high number of the TTCs in a single section was inefficient as they were not
actively involved in the process.

It is important to note that the TTCs did not exactly know that they were
trained to be teacher trainers especially in the first week of the training. The
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purpose of the training gained certainty towards the end of the seminar, which was
regarded as a problem of planning. The content of the seminar was on both the
theoretical aspects of ELT and application of the knowledge and skills, which will
be discussed later under the heading of the TTP content. The lack of planning
revealed itself in the provision of the content as well. For example, Teacher
Trainer 5 claimed that there was clashing content delivered by different faculty
members in the first step of the TTP. What he meant by clashing was either
coverage of the same topic by different faculty members in different sessions
under different session titles, or inconsistency between the knowledge and skills
presented by different faculty members, which caused ambiguity among the
TTCs.

Participation of the TTCs to the discussions held during the training was
reported to be low, possibly resulting from the high number of participants in a
single session as claimed by some of the teacher trainers. After the end of the
training, the TTCs were administered a paper-pencil test including multiple choice
questions about the delivered content. Those who had a score over the cut-point,
namely, approximately 90 TTCs were found to be eligible for attending the
second step of the TTP, on a voluntary basis.

The Second Step of the First TTP. The second step of the first TTP was

held in Kizilcahamam in August 2009 for two weeks, from a Monday to Friday
schedule with the weekends off, similar to the first step. Of 90 teacher trainer
candidates who were successful in the evaluation process of the first step of the
TTP, only 60 teacher trainer candidates decided to attend the second step on a
voluntary basis. As this number was not found sufficient, another 60 teacher
trainers were invited to attend the second step of the TTP. Out of those new 60
Teacher Trainer candidates, only 30 of them attended the second step. Teacher
Trainers 2 and 4 regarded this as a problem of planning and told that the
evaluation conducted in the first step lost its importance accordingly.

Similar to the first step of the TTP, the content was on both the
theoretical and practical applications of the knowledge and skills. However,
converse to the first step, the sessions were told to complement each other and

there was no clashing content and sessions. At this point, Teacher Trainer 4 and 5
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stated that this step was better planned than the previous one. What was different
from the first step of the TTP was that there were both plenary and concurrent
sessions in the second step, which increased the level of participation compared to
the first step of the TTP. In the workshops, a maximum number of 30 teacher
trainers were assigned to a section, and these teachers were divided into a group
of four to five participants during the activities. Upon the completion of the
training, the TTCs took an exam to pass the second step.

The Third Step of the First TTP. The third step of the first TTP which
lasted one week was held at Bilkent university in collaboration with the MoNE

and Bilkent University. 37 teacher trainer candidates attended the third step on a
voluntary basis. Unlike the first and the second steps of the first TTP, the third
step focused on how to train the teachers, which was found quite useful by the
teacher trainers. However, Teacher Trainer 8 stated that although the input on
teacher training was satisfactory, it was insufficient considering that they were
expected to train all the teachers working for the MoNE.

This step was found to be more carefully planned than the previous steps.
During the third step, the TTCs got feedback on the small presentations they had
done as well. Teacher Trainer 2 stated that the most effective feedback they
gathered throughout the process was given in this step as the trainers gave tailor-
made feedback on TTCs unlike the first and the second steps of the TTP where
the feedback was on the content and application of the knowledge.

The Fourth Step of the First TTP. The fourth step of the first TTP was

held at Baskent University, Ankara lasting for one week. Unlike the previous

steps, this step focused on the actual training process of the TTCs. 37 TTCs
attended this step. A problem related to planning manifested itself in this step as
well. The analysis of the interviews conducted with the teacher trainers revealed
that the trainers were called a few days before the seminar and asked to be in
Ankara at the weekend to get prepared for the actual trainings to be held during
the week. Their audience was more than 100 teachers who were invited from all
around Turkey as subjects and accommodated at Baskent Teachers’ House. The

TTCs prepared their presentations and materials within a very limited time among
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the pre-established groups at the weekend, which seemed to arise some problems
regarding the lack of group dynamics as stated by Teacher Trainers 2 and 4.

The analysis of the interviews conducted with the teacher trainers
revealed that the performance of the TTC's was observed by two faculty members
who took notes without interrupting the flow of the session while the TTCs were
delivering the session. The feedback included comments on the language
competence, posture and self-confidence of the TTCs as well as the comments on
the session delivery. The analysis of the interviews further revealed that the
feedback given by the faculty members focused on the suggestions regarding how
to train English teachers. Among these suggestions were: not covering too many
things at a time, use of a more activity based approach in trainings, refraining
from too much theoretical knowledge considering the profile and needs of the
teachers, and teaching the content through activities, possibly with the use of loop
input. The interviews conducted with the teacher trainers and the faculty members
showed that the TTCs were aware of the fact that they would be teacher trainers,
and train English teachers all around Turkey at the end of the last step, which
necessitated travelling and dedication. At this step, some of the TTCs decided not
to go further and only 30 TTCs left as teacher trainers.

Upon the completion of the last step, the first teacher training assignment
was done by the Board of Education (BoE). As seen in Figure 4.3, 30 teacher
trainers were divided into three groups, each including 10 trainers. The first and
the second groups were selected to train the TTCs in the second TTP, which was
planned to be organized due to the unexpectedly low number of the first
generation teacher trainers (FGTTs). The last group was assigned the role of the
teacher trainer, and this group started the first local INSET seminar in Isparta and
trained English teachers, which constituted the backbone of this study. Here, it is
important to note that how these teacher trainers were grouped was not known by
the teacher trainers which created the first conflict among the teacher trainers
trained through the first TTP. The teacher trainers involved in the study stated that
the grouping was made based on the performance of the trainers although it was

not stated by the BoE or the faculty members involved in the trainings at all. They
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believed that the more successful teacher trainers were assigned the role of the

trainer training role while the less successful ones became the teacher trainers.

The First Teacher Trainer Assignment

10 Teacher Trainers 10 Teacher Trainers

U U :
T TP ond TTP 10 Teachelzlr Trainers
Pl Elre GITERY e Local INSET Seminars
Secondary School Secondary School

Teachers Successively) Teachers Successively)

Figure 4.3. The first teacher trainer assignment of the first group of teacher

trainers.

The Second TTP: The second TTP was initiated upon the completion of

the first TTP with an aim to increase the number of the teacher trainers to train the
English teachers all around Turkey. The major difference between the first TTP
and the second TTP was that more than half of the teacher trainers trained through
the first TTP took an active role in training the TTCs in the second TTP along
with the faculty members and native speakers. The second TTP was comprised of
two major steps, which will be explained next in detail.

The First Step of the Second TTP. The first step of the second TTP was

organized in Kizilcahamam in April 2010, and lasted for a week, from a Monday
to Friday schedule. A hotel with various facilities was allocated to
accommodation. Both Teacher Trainers 3 and 7 said that a good venue selection
had been made. Similar to the first steps of the first TTP, the teacher trainers in
the second group told that they did not have sufficient information about the goal
of the TTP in that step. At that point, Teacher Trainers 6 and 7 stated that there
were rumors about the purpose of the program but they were not quite sure about
the exact goal of the TTP. The content of the first step included general
knowledge and skills regarding the language teaching and learning process and
showed similarity with the first TTP, which will be explained later in this chapter.

The TTCs took an exam similar to the ones used in the first TTP to pass this step.
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Based on the analysis of the transcribed interviews conducted with the teacher
trainers, it was seen that teacher trainers were generally positive about the first
step of the second TTP, and regarded it as an important part of the process.

The Second Step of the Second TTP. Antalya was the city in which the

second step of the second TTP was held. The second step was held in June 2010
and lasted for 15 days from a Monday to Friday schedule with the weekends off.
The first week was mainly allocated to the provision of the content including the
activities. The second week was allocated to the content regarding how to train the
teachers with the consideration of adult learners. The groups were given tasks,
worked in groups, prepared lesson plans, and presented them as short informative
demos, which was observed by the faculty members.

The analysis of the interviews conducted with the teacher trainers
revealed that the second step of the TTP was more comprehensive than the first
step in terms of the content provision regarding how to train the English teachers.
However, the teacher trainers involved in the study found the first step of the
second TTP more successful than the second one in terms of achieving its goals.
The factors stated by the trainers that decreased the effectiveness of the second
step were the weather conditions resulting from the season, the conference venue,
and most importantly attitudes of the TTCs to the TTP and the trainers. Teacher
Trainer 7 stated that the TTCs had a tendency to seize the day as they were quite
relaxed due to the venue and location of the seminar and became focused when
they heard that they had to take an exam to become a teacher trainer. Upon the
evaluation process, the teacher trainer assignment was done. The teacher trainers
who were educated through the second TTP were decided to be the observers in
the sessions of the FGTTs in the upcoming local INSET seminar. However, some
of the SGTTs were not only observers but also trainers in that seminar as Teacher
Trainer 3 said.

Content Provision: The content of the TTPs will be briefly presented in

this part of the study with special emhasis on the similarities and slight differences
within and between the first and the second TTPs initiated. The content of the
TTPs included the common topics about language teaching. Among the topics

covered during the TTPs were the new curricula and textbooks, the rationale for
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curricula change, Neuro-linguistic programming (NLP), Common European
Framework of Reference for languages (CEFR), how to teach four skills, namely,
reading, writing, listening, and speaking as well as the integrated skills, classroom
management, teaching grammar and vocabulary, and assessment.

As explained earlier, though the content of the TTPs showed great
similarity with each other, there were some observed differences within and
between the TTPs. To begin with, some differences in terms of the content
delivery were observed within each TTP due to the nature of the TTP itself. The
duration and number of the TTP steps played a crucial role in these differences.
For example, based on the analysis of the interviews conducted with the FGTTs,
the general opinion was that with each step in the process, the TTP became much
more focused, which meant that the first step of the first TTP was the least
effective one in terms of achieving its purposes. To illustrate, Teacher Trainers 2,
5, and 8 stated that the first step of the first TTP was insufficient in terms of the
content provision. Moreover, they stated that the sessions were irrelevant to some
extent and although the program was for training TTCs, there was a lack of
information on adult education, and accordingly how to train English teachers. In
fact, Teacher Trainers 2 and 5 stated that in the NLP session provided by one of
the trainers, they had a chance to see the context of adult education through the
activities conducted. However, it was quite limited in terms of seeing the bigger
picture about teacher training. Similarly, the teacher trainers trained through the
second TTP stated that there were differences between each step of the second
TTP in terms of the content provision. The teacher trainers stated that the TTPs
focused on mostly the ideal classrooms and ignored the current teaching realities
of Turkey. They mostly complained about the lack of focus on ‘“know how”
during the TTPs and told that the trainings were not sufficient in terms of fully
developing themselves as teacher trainers.

Next, some differences were observed between two TTPs in terms of the
content provision. The first difference was the comprehensiveness of the content
provided in each TTP. As the total week of the trainings were six weeks including
the actual training process for the FGTTs, and it was three weeks for the SGTTs,

the first generation's having more comrehensive input was inevitable. The second
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difference noted was a new session introduced in the second TTP entitled adult
education. As explained in the content selection part, upon the completion of the
first TTP, the TTP content was revised and a session on adult education was
added to the content list, getting appreciation from the second group of teacher
trainers as this session enabled them to develop insights into “know how” to some
extent.

Overall, the teacher trainers involved in the study stated that the content
provided in the TTPs was sufficient in terms of refreshing the knowledge and
skills gained though the BA education or pedagogical formation courses.
However, they also found it insufficient in some aspects as there was quite limited
focus on “how to train teachers” component even though the purpose of the TTPs
was to train the teacher trainers.

TTP Methodology: The methodologies employed in the TTP were

basically the same when considering the both TTPs initiated. However, it is
apparent that some differences were observed between and within the TTPs
initiated resulting from the length and number of the steps, which will be
explained next in detail.

The analysis of the interviews conducted with the teacher trainers and
academicians revealed that English was used as a medium of instruction during
the seminar, which was regarded as one of the strengths of the TTPs. Especially,
the teacher trainers stated that use of the target language from the very beginning
to the end of the TTP increased the motivation of the TTCs and turned the
negative attitudes of the reluctant candidates into positive ones during the process.

The analysis of the interviews with the teacher trainers and faculty
members revealed that the TTPs initiated focused on theory as well as practice
and theoretical sessions were basically followed by the practical ones, where the
TTCs could apply what they had learned into various contexts. However, the
focus on theory was much more than the focus on practice although it was quite
difficult to get the exact amount. High use of terminology and theoretical content
characterized most of the sessions, which was also considered the weakness of the
TTPs initiated. This was found to have a negative impact on teacher trainers'

training practices. To illustrate, Teacher Trainer 1 said:
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There are some courses [sessions]. They shouldn't have involved
terminology. What can | say more. That is, | give the CEFR course as an
example. It's a course I couldn't internalize. In order to tell something to
someone, | should internalize it.

Upon the completion of the theoretical sessions where theoretical
information was followed by one or none activity conducted, practical sessions
were carried out in the format of a workshop, which was found quite useful by the
teacher trainers. However, the number of practical sessions was lower than that of
the theoretical ones and in some of the practical sessions, a traditional way of
teaching was followed instead of participants trying out or producing the
activities. In line with this, the analysis of the qualitative data also revealed that
various methods and techniques were employed during the TTPs initiated.
However, mostly lecturing was used during the sessions, and the TTCs were
mainly the passive receptors of the knowledge during the lecturing based sessions.
In the sessions where lecturing was mainly adopted by the trainers, there was an
overdependence on the PowerPoint presentations prepared and the sessions were
overloaded with theory. One more feature of these sessions was the use of
mechanical activities instead of the communicative ones. The TTCs were mostly
expected to use their note taking as well as research skills to have an
understanding of the content presented, which was found quite ineffective by the
faculty members and the teacher trainers. Apart from the methodological
preferences of the trainers, the nature of the session delivered was found to have
an impact on the use of traditional methods. By way of illustration, Faculty
Member 3 stated that it was inevitable to use a direct way of teaching in some of
the sessions as what was expected from them was the knowledge transmission due
to the breadth and scope of the topic covered.

On the other side of the continuum, more participant centered methods
and techniques were also utilized during the TTPs enabling the TTCs to get
actively involved in the process, share their ideas, and learn by doing in some of
the sessions. Respectively, communicative language teaching, active learning, and
discovery learning characterized these sessions. When the PowerPoint
presentations were used, they did not go beyond guiding the trainers and the

TTCs. Use of a communicative way of teaching during the training process
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gathered much more appreciation from the teacher trainers and faculty members.
They mostly stated that use of lecturing instead of learner centered approaches
was inconsistent with the goals of the TTPs as the TTCs were expected to train
teachers using a constructivist way of teaching. In line with this, Faculty Member
2 stated that use of lecturing as the main method did not promise impact, which
meant that it would be quite difficult for the teacher trainers trained through the
TTPs to transform what they had learned into practice.

The analysis of the interviews revealed a few characteristics of the
practical sessions, namely, workshops conducted. First of all, the TTCs were
actively involved in the process. This was done through the use of questions, and
pair and group work activities. Different types of activities enabling the
candidates to use the target language to communicate were utilized in the process.
Among these activities were base group, name chain, onion circle, running
dictation, role plays, discussion, stories, brainstorming, warmers, and games. One
other characteristics of the workshop sessions was that the TTCs worked in
groups, prepared lesson plans upon the completion of the related theoretical
session, and shared these plans as demos. On the condition that they did not have
sufficient time left, they explained what and how they would do it throughout the
lesson. The steps of a typical English lesson, that is, pre, while, and post stages of
the lesson were followed in both the lesson plans and the demos. The faculty
members or teacher trainers observing the lesson gave feedback to the TTCs after
they had presented their demos.

TTP Material Use: The materials used in the TTPs were one other sub-

theme produced through the qualitative analysis of the transcribed interviews. The
teacher trainers and faculty members stated that various materials were used
during the TTP process, though the number and type of the materials showed
slight variations between and within the TTPs. The analysis of the interviews
showed that the use of materials was unspecified and unstandardized, which
meant that the trainers had flexibility in using their materials and the materials
were generally trainer sourced. The materials used in the TTPs were the
following: PowerPoint presentations, worksheets, stationery, online resources,

audio-visual materials, and authentic materials.
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To begin with, PowerPoint presentations were used in the TTPs to assist
the teacher trainer or faculty members in delivering the session. They included
theoretical knowledge, extracts from books, and introduction and instructions for
some activities accompanied by cartoons, clip arts, and/or animated gifs.
Although the teacher trainers and faculty members stated that they benefited from
those presentations, some of them stated that there was a high dependence on
PowerPoint presentations by some teacher trainers and even faculty members. On
the other hand, some of the PowerPoint presentations were reviewed quickly and
some of the slides were skipped due to time constraints, creating anxiety among
some teachers. The PowerPoint presentations used in the first TTP were different
than those used in the second TTP in some aspects. The teacher trainers and
faculty members prepared their own PowerPoint presentations and used them in
the first TTP. Upon the completion of the first TTP, the FGTTs worked on the
pre-existing PowerPoint presentations on an individual basis and produced new
ones.

Worksheets were also made use of during the TTP process. The
worksheets used throughout the TTPs focused on theoretical comprehension of
the presented knowledge and/or practical applications. The comprehension based
worksheets included but not limited to definition matching, sentence completion,
and mini short quizzes regarding the identification of the current teaching
practices of the TTCs. There were also some informative texts such as the list of
learning outcomes, sample lesson plans and lesson plan templates. The
worksheets addressing the practical applications included activities about songs,
stories, poems, and so on. These materials were photocopiable and some of them
were used in the local INSETSs as well, since the teacher trainers stated that they
found them quite useful.

Stationery was also used during the TTPs especially while conducting the
workshops. Crayons, cardboards, tack-it, scissors, copy papers, and similar
materials were distributed to the teachers with an aim to enable them to create an
output. Provision of stationery and technological materials during the workshops

was regarded as a significant contribution to the success of the TTPs by the TTCs
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as it could enable them to experiment with the activities in a classroom-like
learning and teaching atmosphere.

Audio-visual materials and audio materials were also used to foster the
TTP process. These materials were mostly authentic. The audio-visual materials
made use of during the TTPs were mostly downloaded materials such as short
video extracts, commercials, or music clips. Among the audio materials were
authentic songs and stories.

Although not used a lot, some authentic materials such as brochures were
also employed to enable the teachers think about how to use them in their own
teaching and training contexts. Classroom based materials like board games;
technological materials such as projectors, laptops, and sound system; and online
software programs such as movie maker were also used during the TTPs.

Overall, the teacher trainers stated that they found the materials
sufficient. They even considered some of them high quality materials and
continued to use those materials in the local INSETSs. In line with this, they stated
that the INSET materials showed similarity with those of the TTPs.

4.1.1.3. Evaluation of Trainer Training Programs

The qualitative analysis of the transcribed interviews conducted with the
teacher trainers and faculty members revealed the evaluation component of the
TTPs as one of the sub-themes which is worth mentioning here. The analysis of
the data showed that the evaluations were made basically through the use of
paper-pencil exams which were administered to the TTCs at the end of almost
each step of the TTP. The teacher trainers and the faculty members who were in
charge of delivering the content were asked to prepare a set of questions testing
the knowledge and skills taught in their sessions, and the questions gathered from
the faculty members and the teacher trainers were combined in a test for almost
each step of the TTPs conducted. There were mainly multiple-choice questions
and some fill-in-the blank style questions as stated by the teacher trainers and the
faculty members. The analysis of the data indicated that the questions showed

parallelism with the content covered in the relevant step of the TTP.
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Here, it is important to note that although one of the faculty members
said that the cut-point was 65 out of 100 for the exams mentioned above, the
teacher trainers were not quite sure about the exact cut-point though one of them
stated that it could be 70, which they considered a problem regarding the
evaluation process. Those who passed the last exam became teacher trainers while
those who had a score lower than the cut-point were given a certificate of
attendance. The use of a paper-pencil exam for evaluating the TTCs and deciding
whether they were eligible for taking the next step of the TTP or being a teacher
trainer was criticized by the faculty members and most of the teacher trainers as
the use of such a test was inconsistent with the goals and nature of the TTPs.

Faculty member 2 elaborated on this as follows:

Evaluations were done quite ineffectively. We evaluated them [teacher
trainer candidates] using what we told them not to use during evaluation.
That is, we evaluated them by administering a multiple choice exam.
However, we should have evaluated them in such a way that we could
see whether they had achieved the skills we wanted them to achieve. We
didn't do such a thing. All of us, trainers were asked to prepare five
questions about their topics and it was told that they [questions] would be
multiple choice. Imagine that you have a session on integrated approach.
Then, after that you prepare five multiple choice questions. Look at how
realistic this is. For God's sake, what you say and do are totally two
different things. Or you say that evaluation, assessment is more
important. Process should be evaluated. Then you prepare five multiple
choice questions.

As noted earlier, the TTCs presented short demos in the TTPs and
received feedback from the teacher trainers and faculty members on their
performance. Although the teacher trainers felt that the observations were
implicitly used for the purpose of evaluation, there was no formal use of
observations in terms of evaluating the performance of the TTCs. Actually,
Faculty Member 3 said that they were asked to evaluate the performance of the
TTCs for two minute presentations they gave in one of the steps of the TTPs
initiated, which she found ineffective. It is interesting to note that most of the

teacher trainers and the faculty members said that the observations should have
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been used for the evaluation purpose. Faculty Member 2 explained the reason for
this as follows:

We conducted observations, gave feedback to our trainer friends [TTCs]
but these were never taken into evaluation. However, if we did reflective
teaching, the results of observations should have been considered as
evaluation to a degree...I think observation should have been used for the
purpose of evaluation as well, within this program.

One more important finding revealed through the analysis of the data was
that the language competence of the TTCs was not taken into evaluation. Most of
the teacher trainers and the faculty members except Faculty member 1 considered
this as a weakness of the program, and suggested that KPDS scores of the teacher
trainers might have been taken into consideration as an indicator of competence in
language use. However, Faculty member 2 said that KPDS scores were not
sufficient in assessing competence, and commented on the rationale for evaluating

the language competence of the teacher trainer candidates:

One of the most important elements of language teaching is competence
in language. That is, competence in field, competence in profession is
very important for sure. However, profession competence of a person
who cannot be competent in language does not affect the people a lot.
We have seen this. We have never taken language competence of our
friends [teacher trainer candidates] into consideration. | don't want to say
the results of the KPDS. I don't think that those exams are valid. But my
current opinion is that some of the teacher trainers are quite incompetent
in the use of English. This should have been taken into evaluation.

4.1.2. INSET Planning

The local INSET seminars began upon the completion of the first TTP.
Although they were conducted on a local level, the aims, content, and
methodology of those seminars were designed nationally, which enabled the
researcher to gather both site specific and nationwide perspectives of the local
INSET seminars organized for the English teachers. As demonstrated in Figure
4.4, the analysis of the transcribed interviews conducted with the teacher trainers,
faculty members, and English teachers produced five sub-codes regarding the

planning stage of the local INSET seminars: (a) teacher selection, (b) initial
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information on the INSET seminars,(c) local planning, (d) trainer assignment, and

(e) content selection which will be explained next in detail.

4.1.2.1. Teacher Selection

Compatible with the aims of the INSET seminars organized for the
English teachers, all teachers working for the MONE in the city where the local
INSET seminars were organized were asked to attend the seminar, leaving no
choice for voluntary attendance. In line with this, the teachers involved in the
study were asked if they had been willing to attend the INSET seminar organized.
Except Hakan, Bora, and Emre, all of the teachers stated that they attended the
seminar as it was compulsory. The analysis of the interviews of the teachers who
stated that they were willing to attend the INSET seminar revealed that they were
voluntary due to similar reasons. To illustrate, Hakan stated that he felt inadequate
in language teaching as he graduated from the Open Education Faculty, and he
thought that the INSET seminar would contribute to his expressed needs for
professional development. Similarly, Bora and Emre stated that they were aware
of the potential guiding effects of the INSET seminars organized, enabling them
to make their preference over attending the seminar although they had a chance to
have a medical report as an excuse for absenteeism.

The qualitative analysis of the interviews conducted with the teachers
who stated that they attended the INSET seminar as it was compulsory revealed
that the existing beliefs those teachers had regarding the way INSET seminars
were implemented had a significantly negative effect on their willingness to
attend the INSET seminar. This was further supported by the teacher trainers and
faculty members. The teachers mostly characterized the previous INSET seminars
organized for the MoNE as teacher trainer directed with a lack of teacher
participation, which meant that the teachers were not actively involved in the
process. Moreover, the high number of the teachers in one session was another
characteristic of the previous INSET seminars. The teachers involved in the study
said that there were more than 100 participants in one session, and lecturing was
used during the seminars. Accordingly, the teachers showed off-task behaviors,

which decreased the effectiveness of the INSET seminars organized. These pre-
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existing beliefs about the classic INSET delivery affected the level of interest and
expectations of the teachers regarding the INSET seminars. To illustrate, Emre
said that some teachers brought novels with them so that they could read them
during the seminar. It is important to note that most of the teachers who were not
optimistic about the INSET delivery at the very beginning of the seminar
developed positive attitudes to the seminar with an explicit change in their beliefs
about the way the INSET seminars were organized. This was further supported by
the faculty members and teacher trainers who said that the attitudes of the
reluctant teachers to the INSET seminars changed during the process.

One other reason why the teachers did not want to attend the seminar was
closely related to the timing of the seminar. Holding the seminar during the school
period was found to have a negative impact on the teachers and their students, as
there were not any English classes during the seminar week. This negatively
affected the attitudes of the students to the language learning process. Besides
this, the teachers stated that their plans such as administrating exams were not
taken into consideration while planning the seminar. Moreover, as they were
called on to attend the seminar two days before it, they had difficulty in changing
their plans. Moreover, it took almost a week for them to adapt to the school after
the implementation of the seminar. In fact, this was one of the weaknesses
anticipated by the researcher as well based on the attitudes and informal talks of
the teachers among themselves during the seminar week. Accordingly, the
researcher started classroom observations one week after the completion of the
seminar with an aim to allow some time to the teachers to turn back to their real
teaching contexts. Being one week away from teaching also caused some pacing
problems and some of the teachers stated that they felt the need to rush and keep
up with the curricula.

The teacher trainers and faculty members were also asked whether the
English teachers should attend the INSET seminars on a voluntary or compulsory
basis. Even those who stated that ideally teacher attendance should be voluntary
said that teacher attendance should be compulsory. One of the reasons they stated
for compulsory attendance was put forward as the educational reform.

Considering that the teachers were complementing the educational reform, it
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became much more meaningful to train each and every teacher within a
professional development program as Faculty Member 2 stated. The second
reason reported by almost all of the teacher trainers and the faculty members was
the changing attitudes of the reluctant teachers throughout the INSET seminar in a
quite positive way as discussed earlier. Teacher trainers stated that the way the
current INSET seminar was delivered made a difference, and positively affected
the beliefs of the teachers in a number of ways. They said that this was resulted
from the modern approach of the MoNE to the delivery of the new local seminars.
When the teachers saw that the seminar was not delivered through lecturing, and
the medium of instruction was English, they overcame their prejudices about the
INSET seminars, developed positive attitudes to the INSET, and most
importantly, overcame the feeling of the resistance to change. They stated that if
the INSET seminars were voluntary, those who did not want to attend the seminar
would never have a chance to overcome their existing beliefs, and develop
readiness for change. In line with this, what two of the faculty members suggested
with respect to increasing the number of volunteered teachers was the proper
planning by the MoNE. To illustrate, Faculty Member 1 suggested providing
initial information on the training events through various channels such as

hanging course documents on schools to increase voluntary attendance.

4.1.2.2. Initial Information on INSET Seminar

One other theme revealed through the analysis of the data was the
provision of the initial information on the local INSET seminar organized. Here, it
is important to note that similar to the both TTPs initiated, the local INSET
seminar observed by the researcher held some problems in terms of the planning
issues. The teachers involved in the study stated that they were normally informed
about the INSET seminars through any of the following: formal letters sent by the
MoNE, the school administration, emailing list, colleagues, and MEBSIS
webpage where they could use a username and password to reach the INSET
seminars to be held.

The general condition for any INSET attendance was told to be on a

voluntary basis, teachers putting up their names on a list, and waiting for approval
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from the MoNE. At this point, Ada stated that there was a common problem in the
organization of the INSETSs organized by the MoNE, which was resulted from the
insufficient number of the INSETSs organized each year. What is more, the limited
quota allocated to the INSET attendance discouraged the teachers to attend the
INSET seminars, decreasing the attractiveness of the training events. Moreover,
although the teachers stated that they were informed through the MEBSIS about
the INSETS, they missed some of the INSETs organized due to the rare use of
internet.

For the case of the INSET seminar which is the focus of this study, the
teachers expressed a lack of planning in terms of the provision of the information
about the INSET seminar to be organized. Almost all of the teachers stated that
they were informed about the seminar on the last working day of the week before
the seminar, that is to say, on Friday, which was also reported to be a common
problem encountered in the other local INSETs by the teacher trainers and faculty
members. Some teachers even stated that they learned that they were to attend a
seminar just before leaving the school for the weekly holiday after the ceremony
at school. The teachers were called by the school administration, either by phone
or in person. What they knew about the INSET at the initial phase was the name,
venue, and duration of the conference but nothing more. They did not have any
information regarding the goals, content and the type of the course as well as the
daily duration of the seminar. Accordingly, few of the teachers in the sessions
observed by the researcher asked her some questions about the seminar program
or wanted to look at the program she had. For example, they asked when the
sessions finished each day, or what the following session would be about.

The analysis of the interviews also revealed that having insufficient
knowledge prior to the INSET seminars, and being informed late negatively
affected the attitudes of the teachers to the INSET seminar. For instance, Ada
stated that this created a serious motivation problem, and she and the English
teachers became very angry about the way they were invited to the seminar as the

lack of planning caused a number of personal and job related problems. Ada said:

When we heard about the seminar, personally speaking, | got angry. We
came to school on Friday. We were informed that there was a seminar,
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and it would start on Monday and we signed a letter. Only... methods and
techniques for English teachers. At this time, this venue...There is no
other information about the seminar, no plan, no program attached... |
mean having that one week program, at least having pre-information
about a thing to be done, at least makes you go there motivated.

Similarly, Merve stated that if they had been given sufficient information
about the program, the seminar would have been more efficient. Parallel with the
results of the interviews, the analysis of the seminar observation fieldnotes
revealed that problems resulting from the planning of the INSET seminar directly
affected the teachers’ attitudes to the INSET seminar in the first day of the
seminar. The teachers who were in the sessions observed by the researcher
expressed their dissatisfaction about the INSET planning in the first hours.
Considering the fact that some of the teachers worked far away from the city
centre, namely, in villages and towns, both the transportation and accommodation
issue became the problem resulted from planning as stated by the teacher trainers
and faculty members as well. Although the accommodation expenses were
covered by the MoNE, the teachers also stated that they found it difficult to find a
comfortable place to stay in with the given allowance. Moreover, those having a
family stated that they found it quite difficult to commute between the place they
lived in and the conference venue, causing distraction and decreasing motivation.
What is more, some of the teachers were informed about the seminar in the
morning of the first day of the seminar, which created anxiety as they had to

express the reasons for being late.

4.1.2.3. Local Planning

Local planning emerged as a sub-code regarding the planning of the
INSET seminar. The teacher trainers interviewed said that although they did not
have any role in national INSET planning, they had a few responsibilities within
the local level. As mentioned earlier in the chapter, each teacher trainer was based
in a city. Accordingly, the teacher trainers were given the responsibility to
organize the local INSET seminar in their cities after the Board of Education
(BoE) had decided on the city in which the INSET would be organized. Teacher

Trainer 7 considered their organization role as a bridge between the BoE and the
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Provincial Directorate for National Education (PDNE). Among the
responsibilities of the teacher trainers in case of the organization of an INSET
seminar were determining the number of the teacher trainers working in the centre
and districts of the city, deciding on the number of the sections, assigning the
teachers to those sections alphabetically, arranging accommodation and
transportation for the teacher trainers and the faculty members, taking part in
venue selection, and determining the procurement of the basic materials such as
stationery and equipment for the teacher trainers involved in the INSET delivery
as the teacher trainers were expected to bring only their personal materials with
them.

The teacher trainers stated that they came across two main problems
regarding the local INSET planning. One of the problems was the negative
attitudes of some of the PDNEs to INSET seminars, also emphasized by Faculty
member 2. To illustrate, Teacher Trainer 7 stated that as some of the people from
the upper management in their local contexts displayed negative attitudes to the
concept of INSETS, they had difficulty in organizing the INSETs. Similarly,
Faculty member 2 said that the effectiveness of the seminar depended on the faith
of the PDNE on the INSET seminar. One other problem was about the lack of
local teacher trainers in some cities, which resulted in some organization problems
at a local level. What is interesting is that, Faculty member 2 thought INSET
seminars worked a lot better in the smaller cities compared to the big ones.

The English teachers were assigned to the sections alphabetically
according to the first letter of their names, which meant that there could be a
number of teachers with the same name in one section. While grouping the
teachers, heterogeneous grouping was done and the type of the school in which
the teachers worked was not considered as a variable. To illustrate, there might be
some teachers from the primary and secondary schools in the same section. When
asked about the reason underlying this grouping process, most of the teacher
trainers stated that it was due to the MoNE policy. As the teachers could change
their schools at any time, it would be better to have homogeneous grouping.
Moreover, the MoNE’s limited facilities as stated by Teacher Trainer 5 made this

grouping inevitable. Some of the teacher trainers were in disfavor of homogenous
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grouping. They said that it had a negative effect on the implementation phase of
the study. They further explained that some of the teachers from the secondary
level stated that they found some of the activities childish for secondary school
students. Although these teacher trainers were in favor of the homogenous
groping of the teachers by the type of the school, Teacher Trainer 2 stated that it
would not work properly as they tried it in one of the INSET seminars, and the
sessions were quite monotone. However, she added that, in the seminars where
the teachers were grouped heterogeneously, the level of the participation,
especially of the primary school teachers, was high.

The local INSET seminar held in Konya was organized through the
aforementioned steps. As there were approximately 1270 teachers working in
Konya, three seminar venues were allocated to the training. The seminar which
was observed by the researcher was held in a multi-floor dershane. Although it
was located in the centre of Konya, the English teachers said that a better venue
should have been chosen for two reasons. Firstly, the classrooms were small and
there was not sufficient space allocated to physical activity. To illustrate, there
was quite close distance between the board and the desks. Secondly, parking
problem was experienced by most of the teachers.

10 concurrent sessions were held in a seamless way in the seminar where
the researcher conducted the observations. The average number of the teachers in
each section was 40. Although this number was considered a high number for the
class size, Faculty Member 1 and some of the teacher and teacher trainers said that
this was more effective compared to the previous INSET seminars where
approximately 100 teachers were given training in a single section. As seen in
Appendix 2, the program started at 9:30 a.m. and finished at 3.30 pm. Some of the
English teachers said that the teacher trainers were flexible and when the teachers

felt overwhelmed, the trainers gave five to 10 minutes more for a session break.

4.1.2.4. Trainer Assignment
The INSET seminars were organized in collaboration with the INSET
Department of the MoNE, Board of Education (BoE) and the universities. The

universities involved in the collaboration provided faculty members for the
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delivery of the INSETs and expenses of the faculty members were financed by the
MoNE. Both the teacher trainers and faculty members were provided
accommodation and transportation. At this point, Faculty Member 1 stated that
the MoNE's new approach to the INSETs changed the general approach to the
teacher trainers working for the MoNE as well. She stated that the teacher trainers
were given much more importance in the current INSET seminars organized
based on her 16 years of experience in the field. The trainer assignment including
the assignment of the faculty members and the teacher trainers for the INSET
seminars was done in two successive levels: INSET seminar assignment and
session assignment.

Seminar Assignment: The city in which the INSET seminar would take

place was considered the first level of the teacher trainer assignment. The trainers
were assigned to the INSET seminar based on the proximity of the city where the
seminar would be conducted to the city in which they currently lived. To
illustrate, on the condition that an INSET seminar was conducted in Kirikkale, the
teacher trainer working in Ankara would go to Kirikkale instead of the one
operating in Antalya.

The time when the teacher trainers were informed about the INSET
seminar assignment showed variation over time. Initially, three month planning
was made by the BoE, and the cities where the INSET seminars would be
conducted were determined on a tentative basis. When it came to informing the
teacher trainers about the process, the teacher trainers stated that they learned
about the seminar they were to attend as early as 15 days before it though this
could be five to six days in some cases especially after the INSET standardization
meeting.

When it comes to the channel by which the teacher trainers were
informed about the assignment, the teacher trainers said that they were informed
about the INSETSs through an email with an attached formal letter to be submitted
to their institutions in some cases. However, they stated that the hard copy of the
formal letter mostly came after the INSET seminar program finished. A few of the
teacher trainers said that they were not given sufficient info on the INSET seminar

they would be involved as trainers in advance. To illustrate, they said that they
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were not given information on the number of the teachers in the city as well as the
venue of the INSET.
Session Assignment: Session assignment was the second level of the

teacher trainer assignment. The teacher trainers were informed about the sessions
they would deliver through the program sent by the BoE. In the program, the
concurrent sessions were identified, with the teacher trainers and faculty members
in charge of delivering the INSET content. Two trainers were responsible for
training the English teachers in each session with changing roles. They could
either swap the training role within a session or in successive sessions. At the very
beginning of the INSET seminars, one of those trainers could be from the first
generation teacher trainers while the other one was from the second generation
teacher trainers. However, later, the generation of the teacher trainers was not
taken into consideration for session assignment. Moreover, there could be an
faculty member in charge of delivering the session as well. In such a situation, one
teacher trainer assisted her/him. The trainers' opinion on the idea of a single
trainer and/or two trainers in one section from the very beginning to the end of the
INSET was also investigated by the researcher. Teacher Trainer 4 said that this
would be quite difficult by considering the class profile. Likewise, Teacher
Trainer 2 said that this was tried in one of the INSET seminars but it did not work
effectively since it created a monotone training atmosphere. What the English
teachers said in line with this complemented the opinions of the teacher trainers.
They stated that they liked to hear different accents of English in a single section,
which increased their motivation and enthusiasm.

Session assignment was done by the educational consultants working at
the BoE randomly on a predesigned Microsoft Excel file. Some of the teacher
trainers stated that they swapped the sessions on agreement. The trainers in the
same session were expected to assist each other, deal with the technical problems,
and provide materials, which was found useful by most of the teacher trainers.
However, Teacher Trainer 7 stated that there were times they experienced
problems resulting from individual differences, teaching styles, unprofessionalism
and lack of cooperation though the number of the problems related to session

assignment decreased over time. The teacher trainers received the INSET seminar
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programs including the session assignment prior to the seminar. However, the
teacher trainers arose the issue of lack of planning regarding the late arrival of the
INSET program on time. At this point, Teacher Trainer 2 stated that although this
created problems at the very early stages of the INSET seminars, the teacher
trainers later got accustomed to the program and did not experience any problem.

The teacher trainers were responsible for the delivery of each and every
session, and the sessions they delivered could change from seminar to seminar.
Teacher Trainer 7 stated that as they were responsible for each and every topic,
they experienced difficulty in gaining expertise. They could not allocate sufficient
time to do research on the topic they were assigned, and the quality of preparation
time decreased as well due to the time constraints. What she suggested in line
with this was numbering the sessions the teacher trainers were to deliver. The
teacher trainers were asked if they would like to teach the sessions they were
interested in rather than teaching all of the sessions depending on the assignment
done by the BoE. Although, there seemed to be a general tendency for making
their own preferences over session assignment in theory, the teacher trainers
stated that this could not work in practice as personal preferences could create
inequality of session distribution and this could even be exploited.

The way the faculty member assignment was done was not quite different
from that of the teacher trainers. Two of the faculty members involved in the
study stated that they were initially informed about the INSET assignment
through email and/or phone. Next, they were also sent a formal written consent
letter which arrived quite late. Faculty Member 3 expressed that there were times
she had a last minute call to attend the INSET as a trainer. What differentiated the
teacher trainer session assignment from faculty member session assignment was
that faculty members were given the chance to select the sessions they would like
to deliver. One other difference was that their assignment period could be shorter
than that of teacher trainer assignment. To illustrate, Faculty Member 1 stated that
her assignment was for two days considering the fact that she had also other

responsibilities at her own institution.
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4.1.2.5. Content Selection

The content selection was one other sub-theme produced through the
analysis of the transcribed interviews conducted with the teacher trainers and the
faculty members. The analysis of the interviews revealed that the content and
program employed in the TTPs were used in the local INSET seminars as well.
Accordingly, as stated earlier, neither the teacher trainers nor the faculty members
played a crucial role in the general framework of the content selection of the
INSET seminars organized for the English teachers. As explained in the content
selection part regarding the TTP planning, Faculty Member 2 stated that she had a
role in the planning phase of the current INSET seminars and considered the latest
INSETSs including the one conducted in Konya as more faculty member based and
realistic. Teacher trainers stated that national planning was made by the BoE and
they had a predetermined program, and a set of photocopiable materials to be used
during the seminar.

It is important to note that no needs assessment was done prior to
commencing the INSET seminars. Teacher Trainer 8 stated that teachers’
expectations, and strengths and weaknesses of the current language teaching
practices were not taken into consideration while selecting the content. Teacher
Trainer 7 stated that there was a rumor about the needs assessment conducted
regarding the INSET seminars, and according to this rumor, a questionnaire sent
to a number of English teachers through email set the baseline of the INSET
seminars.

The INSET content showed great similarity with that of the TTP content
in terms of the content selection. However, there are also some differences
between them, which is worth mentioning here. The first and the major difference
between the TTPs and INSET content was about the relative focus on the
provision of theoretical knowledge and use of specific terminology. Almost all of
the teacher trainers stated that the TTPs loaded the TTCs with more terminology
and theoretical knowledge compared to the content of the local INSET seminars.
In line with this, the content covered in the TTPs was more comprehensive than
the one covered in the local INSET seminars, which was reported to be quite

logical by Teacher Trainer 7. One other difference between the TTP and INSET
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content was about the topic selection. NLP and adult education were not dealt
with while delivering the INSET content to the English teachers.
Content Standardization: The content standardization was a code

identified with respect to the content selection process. With an aim to achieve the
content standardization, a three-day workshop was held at Bilkent University in
Ankara in 2010. The communicated aims of the standardization process as stated
by the teacher trainers and faculty members were determining the foundations of
the local INSET seminars, avoiding the clashing use of content and activities by
trainers, and the dominance of the methodological preferences and pedagogical
beliefs of the teacher trainers.

Here, it is important to present how the content standardization process
took place. To begin with, the first and second generation teacher trainers were
asked to number two topics they would like to work on. The topics were the
session titles of the INSET seminars. Based on their preferences, if applicable,
they were divided into sub-commissions and worked with moderators (faculty
members) so that they could consult on their expertise. The moderators were
native speakers and/or faculty members. What each sub-commission aimed to
achieve was to standardize the content and prepare standardized PowerPoint
presentations to be used during the content delivery. To do this, the sub-
commissions worked on existing PowerPoint presentations used in the TTPs and
the first INSET seminars organized upon the completion of the TTPs. The teacher
trainers involved in the sub-commissions said that they first identified the goals of
the topic they had been working on based on the consideration of the possible
teacher needs. As they were also English teachers and had solid field experience,
it was not quite difficult for them to foresee those needs as stated by some of the
teacher trainers. The next step was to cater for the balance between the theory and
practice. Teacher Trainer 7 stated that they tried to select persuasive content.
Considering the fact that the length of the sessions allocated to each topic was
limited during the INSET delivery, it was important to persuade English teachers
to use a constructivist way of teaching in that limited time. Besides preparing the
theoretical content, the groups also worked on the instructional activities to be

used in the sessions with an aim to prepare a package of activities. While
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preparing the activities, possible classroom impact of the activities was also taken
into consideration as stated by Teacher Trainer 7.

Although most of the teacher trainers and faculty members stated that the
content standardization process achieved its aims to some extent, a few teacher
trainers noted some drawbacks/problems encountered within and as a result of the
process. The first drawback encountered was about grouping the teacher trainers.
Some of the teacher trainers stated that the grouping process caused some
problems among the teacher trainers, causing group conflicts. One of these
problems was grouping the teacher trainers without consideration of their
interests, background and competencies. For example, Teacher Trainer 1
emphasized that as he did not have sufficient information in the field, the output
was not as successful as they thought. One other problem was the poor
performance of some of the groups due to lack of professionalism, namely, lack of
interpersonal skills and inability to work in team. Over dominance by some of the
teacher trainers created conflict as well. Teacher 7 stated that this resulted from
the personal characteristics of the group member(s) dominating. In this case, the
teacher trainers could not equally contribute to the standardization process.
Similarly, two of the teacher trainers said that some of the groups did not take the
opinions of the teacher trainers working in other groups into consideration,
causing the group conflicts.

The second drawback encountered was reported by two teacher trainers
who stated that there was no actual contribution of the native speakers to the
process. Instead, involvement of the faculty members, depending on their interest
and competences, was found to contribute a great deal more to the standardization
process in increasing the validity of the content and ensuring content integrity.
One other drawback was about the preparation of the PowerPoint content. Teacher
Trainer 1 stated that inauthentic use of content was clearly seen in some
PowerPoint presentations although standardization was done. Moreover, the
teacher trainers said that the clashing use of activities, namely, use of the same
activity in the same section, continued even it had been solved to some extent
through the standardization. In fact, teacher trainers involved in the study stated

that this resulted from the duration of the standardization process. The time
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allocated to the standardization process was limited, and what they could do was
to work on the activities and content standardization and organization and make
room for other activities that could be used by the teachers. However, the teacher
trainers said that time constraints manifested themselves in a lack of focus on

some sessions and a lack of detailed speaker notes.

4.2. Implementation of Staff Development

Implementation of the INSET seminars organized for the English
teachers was the second theme emerged from the analysis of the transcribed
interviews and seminar observation fieldnotes parallel with the second research
question of the study. A detailed understanding of how the INSET seminars were
organized will apparently contribute to the understanding of the impact of the
study on the English teachers. As seen in 4.4, the following sub-themes were
produced within this theme: (a) INSET aims, (b) content provision, (c)
methodological practices and preferences, (d) material use, (e) trainer
competencies, and (f) problems and coping strategies which will be explained in

detail, next.
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Figure 4.4. Sub-themes regarding the implementation of staff development.
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4.2.1. Aims of the INSET Seminar

The analysis of the data collected through the interviews conducted with the
teacher trainers and faculty members, and the seminar observations done by the
researcher produced the aims of the INSET seminars as one of the sub-themes
regarding the implementation phase of the seminars organized. The aims were

grouped basically in two categories, namely, intended and perceived aims.

4.2.1.1. Intended Aims

The intended aims of the seminar were produced from the analysis of the
interviews conducted with the faculty members and the teacher trainers. The first
and the most important aim of the INSET seminars was reported to enable the
English teachers to comply with the new curriculum, and develop the knowledge
and ability to adopt the communicative language teaching practices, respectively.
In line with this, the local INSET seminars aimed at reaching each and every
English teacher working for the MoNE so that the success of the educational
reform could increase.

The second aim of the local INSET seminars was to inspire the English
teachers to employ a constructivist way of teaching in their classes. The teacher
trainers and the faculty members involved in the study said that they could
achieve this through the INSET methodology. Creating the need and/or belief to
change was considered one of the ways to inspire the teachers to employ
suggested ways of teaching in their own classes.

In line with the previous aim of the study, one other aim emerged from
the analyses of the transcribed interviews was to encourage self-reflection and
self-questioning. As will be discussed within the heading of methodology, one of
the ways to achieve this aim was identified as raising awareness on the current
teaching practices of the teachers through the use of anecdotes and questions. The
next step was enabling the English teachers to experiment with the activities so
that they could empathize with their students and reflect on their teaching
practices. Moreover, here, creating the “I can do this” feeling was expected to

emerge accordingly.
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Vision building was one other aim stated by one of the faculty members
and a few of the teacher trainers. It encompasses increasing job motivation and
teacher autonomy, which was thought to contribute significantly to the classroom
practices of the teachers. The faculty members and the teacher trainers also said
that they aimed to refresh and update the knowledge and skills of the English
teachers and introduce how they could transform these knowledge and skills into
classroom practice in practical sessions. They also told that they shared their
experience in the field with the English teachers and provided them with the
videos, films, and games they had collected. After creating the “I can do this”
feeling, the other aims were to encourage the teachers to create and produce new
activities, and explore the versatile use of activities instead of heavily depending

on the activities used in the sessions.

4.2.1.2. Perceived Aims

The analysis of the data collected through the teacher interviews
produced the perceived aims of the INSET seminar. The perceived aims were
defined as the aims told by the English teachers based on how they perceived the
aims of the seminar. As will be seen next, some of the perceived aims match and
overlap with the intended aims of the seminar.

To begin with, most of the teachers said that the aim of the seminar was
to refresh and update their knowledge and skills regarding teaching English
efficiently so that they could adapt to the new curricula and teach English as better
qualified teachers. In line with this, there was a common belief that the seminar
aimed at raising awareness on the communicative use of the target language in
class.

Some of the teachers were of the opinion that some trainers delivered the
sessions using a constructivist way of teaching with the characteristics expected
from a constructivist teacher so that the teachers could model them. What some of
the trainers did, and implicitly or explicitly suggested was to refrain from the
grammar based language teaching, which the teachers regarded as one of the aims

of the seminar.
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Raising awareness on the current teaching practices was one other
perceived aim of the study which was thought to be achieved through fostering
self-reflection. At that point, one of the perceived aims of the seminar was
reported as identifying the weaknesses regarding the actual classroom practices of
the teachers through self reflection so that the teachers could take action.

Overall, a number of intended and perceived aims of the seminar were
stated by the faculty members, teacher trainers, and the teachers regarding the
INSET seminars held at a local level. Some of these aims seem to match and
overlap in certain aspects. However, how and to what extent these aims were
achieved was a question, which will be answered under the heading of the impact
of staff development.

4.2.2. Content Provision

The content of the INSET seminar held showed great similarity with that
of the TTPs as explained earlier. What differentiated the INSET content from the
TTP content was that there were no sessions on adult education and NLP in the
local INSET seminars. One more difference was that the INSET content was less
theoretical and terminological compared to the TTPs as noted before. Apart from
this, the session headings and the content were parallel with those of the TTPs
conducted. Almost all of the teachers stated that the content of the INSET seminar
refreshed and updated the knowledge and skills they had.

The qualitative analyses of the interviews conducted with the teacher
trainers and faculty members revealed that the standardized content was
developed for the local INSET seminars except for the session of "ice breakers
and warmers" upon the completion of the INSET standardization meeting at
Bilkent University, which meant that the trainers were expected to deliver the
same content not only in different local INSET seminars but also in the different
sections of each local seminar. Faculty member 3 explained the reason for this as
reaching each and every teacher all around Turkey with the same content. Figure
4.5 demonstrates the general headings of the INSET seminar. As seen there,
among the topics addressed in the INSET were ice breakers and warmers,

classroom management, integrated language teaching, CEFR-introducing the new
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curricula, samples from course books, teaching vocabulary and grammar,
developing writing strategies, material adaptation and development, developing
reading strategies, developing speaking strategies, developing listening strategies,
samples of evaluation and assessment, and course evaluation. The boxes including
the word of workshop mean that the related session was followed by a workshop
session. The use of a standardized content brought some rules into the framework
of the INSET seminars. One of those rules was that the teacher trainers should
follow the standardized content specified on the session PowerPoint which will be
explained later in detail. The session entitled ice breakers and warmers was left to
the methodological preferences of the trainers, which meant that the trainers had
instructional flexibility while delivering the relevant content. However, when it
came to the content of the other sessions, the trainers did not have any
instructional flexibility, though most of them said that they delivered the lesson
taking their methodological preferences into consideration, adding new slides
and/or skipping some of the pre-established slides. The expectations from the
faculty members in terms of delivering the content were different than those
expected from the teacher trainers. Both the teacher trainers and the faculty
members said that the faculty members had instructional flexibility in content
provision and methodological approaches.

The focus on theory and practice was one of the sub-themes revealed
through the analyses. Most of the teacher trainers said that some of the sessions
were too theoretical considering the profile and the needs of the English teachers.
This was further supported by almost all of the teachers who said that there was
much more focus on theory rather than practice, and that was not what they
actually needed. What they suggested was to focus on more practice upon the
provision of sufficient theory. The faculty members involved in the study mostly
said that the balance between the theory and practice was almost equal, though the
former might be a little higher. Among the session which were reported to be
overloaded with theory rather than practice opportunities were samples of
evaluation and assessment, materials design and development, classroom
management, and CEFR. These sessions were characterized with high use of

terminology, high provision of theory, insufficient level of teacher involvement,
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and inconsideration of the current language teaching realities although some of
them included some suggestions for activities to be used in the classroom.

Parallel with the issue of theory versus practice, the use of terminology
emerged as a code. Some of the teacher trainers stated that there was sufficient use
of terminology while some others said that overuse of terminology in some
sessions distracted the attention of the English teachers and decreased their
motivation, which also caused losing some teachers' attention. When the seminar
observation fieldnotes were analyzed in line with the focus on theory and practice,
it was seen that use of terminology was higher in some sessions compared to the
others and it is interesting to note that these sessions were also reported to have a
low retention rate and transferable input by the English teachers. Some of the
teachers also complained about the terminological focus of some of the sessions
as they thought this was not what they needed.

One of the codes emerged within the content provision was the lack of
sufficient focus on each and every topic delivered. Although the teacher trainers,
faculty members, and the English teachers found the content of the INSET
seminar sufficient in general, they said that few sessions were not adequate in
terms of meeting the current teaching realities. Among those sessions were
classroom management, samples of evaluation and assessment, and materials
adaptation and development. To illustrate, three teacher trainers said that there
should be much more focus on alternative assessment within the session of
samples of evaluation and assessment. Similarly, Merve expressed that as a
teacher she needed information on how to actually evaluate the students instead of
focusing on the definitions of evaluation terms. One more example was related to
the session of classroom management. Especially the English teachers told that
they expected more from this session considering the fact that they encountered
various problems in their teaching contexts. However, not only was this session
too theoretical but also there was limited focus on real problems. Considering all
these, most of the teachers and some of the teacher trainers said that the content
was delivered in quite short time and it was quite intensive.

Besides the sessions within the program, two teacher trainers said that

there was almost no focus on how to teach English to young learners. They said
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that it was of crucial importance to refresh and update the knowledge and skills of
the teachers about teaching English to young learners. Next, some teacher trainers,
an faculty member, and some of the teachers stated that the INSET seminar
should have focused on the use of technology in class. To illustrate, Teacher
Trainer 3 and 8 emphasized that most of the teachers were computer illiterate and
did not know how to use even some basic applications. Considering the current
plans of e-book delivery and a more technology based educational approach, it
became much more important to allocate one session to the web 2.0 technologies.
Some teachers also explained that they expected a session on the preparation of a
PowerPoint presentation and the tips for the effective use of the computers in

class.

4.2.3. Methodological Practices and Preferences

Methodological practices employed in the INSET seminar was one of the
crucial sub-themes produced from the qualitative analysis of the interviews
conducted with the teacher trainers, faculty members, and the English teachers, as
well as the seminar observation fieldnotes taken by the researcher. As mentioned
earlier, the methodological practices employed during the INSET seminar showed
similarity with those used in the TTPs. What differentiated the INSET
methodology from the TTP methodology were the new expectations from the
teacher trainers introduced through the INSET standardization meeting. The
teacher trainers were expected to deliver the pre-established content on the
standardized PowerPoint presentations without having any instructional
flexibility. Upon the completion of the theory provision, a few activities that were
also standardized at the INSET standardization meeting at Bilkent University
were adapted by the teacher trainers. However, the teacher trainers had
instructional flexibility in the activities they would like to use in their sessions.
Almost all of the teacher trainers and the faculty members found this practice
quite useful as this would also represent their methodological preferences.

The analysis of the data revealed that having instructional flexibility in
activity and material use encouraged the teacher trainers to develop their own

repertoire of activities based on the pre-established content. Some of the teacher
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trainers said that they also shared the self-developed materials with their
colleagues, and used the same activity in different sections. When the teacher
trainers were asked how they developed the activities, the first thing they took into
consideration was the profile and expectations of the English teachers as
demonstrated in Figure 4.6.

profile and expectations of the pedagogical applications of
teachers of English the activities / materials

Self-Developed
Activities and
Materials

consistency with the goals of  inspiring nature of activities /
the current curricula materials

Figure 4.6. Factors taken into consideration while developing activities /

materials.

The teacher trainers said that as they had teaching background, they were
the ones who could differentiate between what would work and would not in
actual classrooms. Moreover, they added that the common expectation of the
teachers from the sessions were relatively on the direction of more focus on the
practical applications, namely, the activities and the materials they could use in
their classes. This was also observed in two different sections where the
researcher conducted seminar observations. While the teacher trainer was
delivering the theoretical information on the session topic, one of the teachers
directly asked when or if they would experiment with the related activities in one
of the sessions. In the other session, similarly, the teachers were talking among
themselves about the lack of practice in the session and they said that they
actually did not need that much knowledge. Besides considering the pedagogical
applications of the designed materials, the teacher trainers stated that they
designed activities consistent with the goals of the current curricula. Accordingly,
the activities were designed in a way to foster active involvement of students and

encourage the teachers to transform the knowledge and skills into practice. One
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more step the teachers used to develop the activities and materials was taking the
feasibility issue into consideration. They said that they designed the activities
which could be done in feasible time with limited financial resources.

The methodological preferences of the teachers affected the way the pre-
established content was delivered to the English teachers. As noted earlier, the
teacher trainers did not have any instructional flexibility in content provision but
had instructional flexibility in activity and material use. However, although the
teacher trainers and the faculty members mostly stated that all English teachers
should be given the same training, the analysis of the transcribed interviews and
observational fieldnotes revealed that the teacher trainers made unapproved
changes in the existing PowerPoint presentations. They stated that they did not
find the given flexibility sufficient and made the content provision compatible
with their own methodological preferences, which was also observed by the
researcher. In line with this, the methodological preferences employed by the
teacher trainers and some of the faculty members were regarded as a weakness,
especially, for the case in which the trainers employed traditional methods such as
lecturing instead of the learner centered approaches. Parallel with this, most of the
teachers and teacher trainers said that the seminar was theory focused and there
was insufficient practice on skills. At that point, Merve thought that the ideas
underlying the focus on theory rather than practice might have been to provide the
teachers with ideas and expect them to develop new ones respectively. However
Hakan said that it was time consuming to be exposed only to the content
knowledge they had just seen at the university.

The analysis of the data showed that the teacher trainers adopted various
training practices while delivering the sessions. Three common patterns of session
delivery in the INSET seminar were emerged as demonstrated in Figure 4.7. As
seen in the figure, the teacher trainers and faculty members (a) presented the
theoretical component of the sessions and held workshop sessions, respectively,
(b) made use of the loop input while presenting the theory and held a workshop
session, or (c) focused on the theoretical component of the session, minimally

focusing on the use of activities during the workshop.
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Theoretical content provision
+ -  Pattern |

Workshop

Use of loop input for theoretical content provision
+ - Pattern |l

Workshop

Theoretical content provision

+ _ —> Pattern IlI
Workshop (few or no related practice)

Figure 4.7. Patterns emerged in terms of session delivery.

The analysis of the seminar observation fieldnotes also revealed that
although the methodological preferences of the teacher trainers and faculty
members played a crucial role in the delivery of the session, some basic ways
were commonly used by the teacher trainers and the faculty member observed by
the researcher. To begin with, they generally started the lesson with an ice breaker
or an attention gathering activity using an anecdote or a song. Most of the teacher
trainers also informed the teachers about the aim of the session. The general
approach used before introducing the theoretical background to the session topic
was to encourage communicative interaction about the topic being discussed. This
was done either through inquiring about teachers’ current teaching practices
and/or teaching backgrounds with an aim to initiate self reflection, or through
facilitating discussion using pictures or questions related to the topic. There were
some cases where two of the aforementioned approaches were followed
successively.

Next, while introducing the conceptual framework for the session topic,
almost all of the teachers relied on the PowerPoint slides and read from the slides
or gave time to the teachers to read the slides. While reading the slides, some of
the teacher trainers used questions to check the understanding of what was written
on the slide or initiate discussions about it. Some of the questions asked were

about the core concepts used regarding the language teaching and learning process
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used in the slides. However, some other teacher trainers just kept reading and
skipping some of the slides, which was not appreciated by most of the English
teachers as it was mostly of teacher directed nature. Loop input was also used in
some of the sessions and for the activities conducted within the theoretical
sessions. Here, the content of the activities was closely related to the content
covered in the session.

Upon the completion of the theoretical part of the sessions, mechanical
activities were firstly used by some of the teacher trainers and these activities
were followed by guided practice activities in some cases. The workshop sessions
included activities that were closely related to classroom applications. The
teachers worked in either pair or groups and had a chance to reflect on their
teaching practices. Here it is important to note that as seen in Figure 4.7, some of
the teacher trainers did not make use of sufficient activities in the workshop
session. Instead, they talked about the current teaching realities with an aim to
initiate self reflection and conducted one or two activities.

The analysis of the qualitative data gathered through the semi-structured
interviews held with the teacher trainers, the teachers and the faculty members as
well as the seminar observations and the INSET related documents also revealed
that the teacher trainers and the faculty member made use of various teaching
methods and techniques. Here, it is important to note that a constructivist way of
teaching was used in some of the sessions and accordingly, the characteristics of a
constructivist session were observed in those sessions, which was found quite
effective by the teachers. To illustrate, information-gap activities, elicitation, use
of discovery learning, inductive teaching, collaborative learning, and similar
features of a constructivist classroom were observed. However, a traditional
approach to training was also adopted in most of the sessions. Those sessions
were characterized with lecturing and trainer-centered methodology where the
teachers were passive listeners though some questions were used to initiate
discussions in some cases. However, it is also crucial to note that there were cases
where the teacher trainers made use of both ways of teaching in the same session,
too. The use of lecturing in those sessions was inevitable as the teacher trainers

relied heavily on the standardized PowerPoint presentations.
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One other point characterizing the seminar was the picture of an ideal
class drawn by the teacher trainers and faculty members without taking the current
language teaching realities into consideration. It is interesting to note that this
weakness was not only reported by the English teachers but also by a few teacher
trainers who highlighted the theory focused nature of the seminar. Among the
ignored aspects of the language teaching practices in Turkey were the use of
course books, teacher workload, SBS, parent profile, and school administration,
some of which were not dealt with adequately during the INSET as observed by
the researcher as well. Though these problems were considered resistance based
problems by some of the teacher trainers, classroom observations conducted by
the researcher revealed that the teachers actually experienced them to a great
extent, causing some impact problems, which will be discussed later.

Here, it is also important to note that English was used as a medium of
instruction during the seminar. The teachers said that the use of English enabled
them to overcome their prejudices about the INSET seminars and develop job
motivation as they had limited practice of language use in their schools. Some of
the teachers even stated that they admired the teacher trainers and they would like
to become a teacher trainer. This was further supported by the analysis of the
interviews conducted with the teacher trainers who said that the teachers in the
cities they held the seminars asked them how they could be a trainer. One more
contribution of the use of the target language was enabling self reflection which
meant that the teachers turned back and reflected on their teaching practices and

the role of the target language within their practices.

4.2.4. Material Use

The use of materials was one other sub-theme produced through the
analysis of the transcribed interviews and seminar observation fieldnotes. Most of
the materials used in the INSET seminar showed great similarity with those used
in the TTPs. They were either used in exactly the same way they were used in the
TTPs or adapted/developed by the teacher trainers.

The qualitative analyses of the data revealed that the use of the materials

was not completely specified on session level except for the use of PowerPoint
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presentations, which meant that the teacher trainers had instructional flexibility in
the use of most of the materials, while they were expected to strictly follow the
PowerPoint presentations. In other words, the material use was left to the
methodological preferences of the teacher trainers and the teachers used self-
developed materials in their sessions besides the pre-established ones such as
PowerPoint presentations and some activity based materials. Teacher Trainer 2
said that they continuously updated their methodological knowledge through the
use of internet and designed new materials and/or adapted the previously used
materials. Likewise, Teacher Trainer 5 said that he made use of personal INSET
materials with an aim to increase the retention of knowledge. However, while
doing so, he paid extra attention to the selection of materials of reasonable price
so that each and every teacher could afford to use it. Teacher Trainer 8 who
believed that web 2.0 technologies would play a crucial role in language teaching
classes told that he made use of online sources to motivate the English teachers as
well as preparing them for a changing world.

Instructional flexibility in material use brought the issue of convergent
use of materials as stated by most of the teacher trainers and faculty members.
However, after the INSET standardization meeting this was avoided to some
extent through the use of personal communication as stated by Faculty member 2.
Figure 4.8 presents the materials used in the INSET seminar. The materials were
grouped under two categories: standardized materials and unstandardized/
unspecified materials. The teacher trainers did not have any instructional
flexibility while using the former while they had flexibility in using the latter. The
major materials used in the INSET seminar were PowerPoint presentations,
worksheets, audio-visual materials, audio materials, course book sourced
materials, realia, technological tools, anecdotes, and stationery, which are

explained in detail next.

4.2.4.1. PowerPoint Presentations
The PowerPoint presentations were of crucial importance in terms of
guiding the trainers. Based on the analysis of the seminar observation fieldnotes, it

was seen that PowerPoint presentations were made use of in each and every
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session observed by the researcher complementing what the teacher trainers and
the English teachers said. The PowerPoint presentations consisted of theoretical
knowledge about the session topic, quotations from the books, and introduction
and instructions for some activities accompanied by cartoons, clip arts, and/or
animated gifs. In fact, they showed similarity with the TTP PowerPoint
presentation in most of the aspects except the fact that they were standardized and
developed compared to the PowerPoint presentations used in the TTPs. Moreover,
they included less terminology respectively.

Standardized Unstandardized /
materials unspecified materials
PowerPoint Woksheets

Presentations R _
Audio-visual / audio

Some activity based materials
\ materials ] coursebook sourced
materials

Y Realia

No intructional flexibility in
use of standardized
materials

anaectodes

stationery

\

Intructional flexibility in use
of unstandardized/unspecified
materials

\. J

Figure 4.8. Material use in the INSET seminars.

What differentiated the PowerPoint presentations than most of the
materials was that they were standardized and specified by the session, which
meant that the teacher trainers did not have any instructional flexibility in the
PowerPoint use. What they were expected to do was to deliver the standardized
content on the PowerPoint presentations without skipping any slide. However,

most of the teacher trainers said that they made some changes in the existing
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PowerPoint presentations, skipping and adding some slides based on their
methodological preferences as mentioned earlier. This was also observed by the
researcher almost in each session of the INSET seminar. The trainers were not
highly dependent on the PowerPoint presentations. Among the PowerPoint use
related patterns emerged from the analysis of the observation fieldnotes were (a)
use of a few slides and skipping the rest, (b) use of the slides for instruction giving
and skipping the theoretical ones, or (c) great amount of dependence on the slides,
but skipping too theoretical ones. The standardized use of PowerPoint
presentations was found useful by some of the teacher trainers and the faculty
members in terms of delivering the same content to each and every teacher all
around Turkey as noted earlier and enabling the sessions to complement each
other.

4.2.4.2. Worksheets

Worksheets were also used during the INSET seminar. They served three
main purposes. First of all, they were used with an aim to check the understanding
of the transmitted content knowledge. Among the comprehension based
worksheets were fill in the blank exercises about the textual information,
definition matching activities, and true/false style activities. Next, the worksheets
were employed in order to supplement the theoretical knowledge delivered. To
illustrate, descriptors of a level by CEFR and a sample rubric for a project
assignment were among such kind of worksheets. Finally, worksheets regarding
the practical component of the sessions were made use of, showing great
similarity with the TTP materials. These photocopiable worksheets were
composed of the activities about songs, poems, stories, and so on.

One of the problems reported about the use of photocopiable worksheets
by a few teacher trainers was that they were overused in some sessions and were
not to the point in some cases. In line with this, Teacher Trainer 1 said that they
were considered the indicator of working hard and the some trainers used them in

their sessions as a way of showing off.
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4.2.4.3. Audio-Visual materials

Audio-visual materials were made use of in the sessions as well. These
materials were used to encourage pedagogical applications and address the
integrated skills. Teacher trainers said that as listening was one of the less
emphasized skills in Turkey, it was important to encourage teachers to use
listening activities in class, possibly making use of various online sources, such as
YouTube. Among the audio-visual and audio materials were music clips, songs,

short video extracts, and commercials.

4.2.4.4. Course Book Sourced Materials

Course book sourced materials were also reported to be used in the
sessions. The teacher trainers said that they used materials from the curricula
based on their methodological preferences. For instance, sample projects on the
website of the Board of Education (BoE) were used in the sessions based on the
preference of the teacher trainers.

The qualitative analyses of the interviews conducted with the faculty
members, teacher trainers, and the English teachers revealed that currently used
course books were not sufficiently used in the INSET seminars. Teacher Trainer 8
said that they had limited time and a hectic lifestyle, avoiding them to allocate
more time to design activities making use of the course books. However, he also
noted that the use of course book based materials persuaded the teachers and
enabled them to see how they could exploit a material in a different way.
Similarly, the English teachers said that the seminar would have been much more
successful if it had provided them with more examples from the course books they

used in their classes.

4.2.4.5. Realia

One other type of the materials used in the sessions was the realia. The
teacher trainers said that they made use of the realia in their sessions depending on
the features of the sessions. Realia use was also observed by the researchers in
few sessions. Among the realia used in the sessions were toys, an umbrella,

chewing gums, and erasers. Realia use was closely related to the preferences of
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the teacher trainers. To illustrate, Teacher Trainer 7 said that she made use of

economic and ergonomic items in her sessions to encourage implementation.

4.2.4.6. Anecdotes

Anecdotes were regarded as the materials guiding the training process,
enabling the teachers to reflect on their teaching practices, and communicating
messages to the teachers. The analysis of the observational data revealed that the
teacher trainers and the faculty member told anecdotes in their sessions, mostly
complementing the message delivered in the session. The use of anecdotes was
also appreciated by the English teachers, and they were observed to participate in

session discussions through sharing their own experiences.

4.2.4.7. Stationery

Stationery was one of the materials employed in the sessions. It was used
in the practical sessions to enable the English teachers experiment with the
activities. Among the mostly used stationery were crayons, cardboards, tack-it,

scissors, copy papers and similar materials.

4.2.5. Problems and Coping Strategies

The problems encountered during the INSET seminars and the coping
strategies employed to deal with them emerged as a sub-theme regarding the
implementation phase of the seminars. The problems encountered by the teacher
trainers and the faculty members are specified in figure 4.9. The white boxes
present the problems while the light blue ones demonstrate how a specific
problem was dealt with. It is important to note that some of these problems had
been experienced by the teachers while some others were noted as the potential
problems that might be encountered during the use of the new knowledge and
skills.

The first problem encountered on the very first day of the INSET seminar
was a verbalized problem regarding the planning phase of the INSET seminar as

noted earlier within the planning phase of the study. The teachers complained that
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Problems encountered during the seminar [ Coping strategies ]

Complaints about the language teaching Use of examples/
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~
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Figure 4.9. Problems and coping strategies.
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they were called upon the seminar on the last working day of the week, and this
last minute call caused some transportation and accommodation problems,
respectively. The analysis of the interviews conducted with the teacher trainers,
faculty members, and the teachers and the seminar observations revealed that this
affected teachers' attitudes to the seminar in a negative way and manifested as
complaints during the first hours of the seminar. What the teacher trainers and the
faculty members did was to actively listen to the teachers and empathize with
them when the problem arose. However, they did not comment a lot about the
planning problem introduced.

One other problem experienced in the initial phase of the INSET
emerged as the negative attitudes of the teachers to the INSET seminar as a
concept. The interviews conducted with the teacher trainers, faculty members, and
the English teachers who were involved in the study as well as those conducted at
an informal level with the other English teachers during the seminar revealed that
the prejudices the teachers held about the way the seminars were held affected
their attitudes to the training event negatively. They said that they were expecting
a classic seminar, where a teacher trainer would lecture about a topic and a great
number of the teachers would listen to the teacher either without doing anything
else or showing off-task behavior. It is interesting to note that Emre said that some
teachers even brought novels to read in the sessions as they were expecting a
classic INSET delivery. Teacher Trainer 8 said that they could solve this problem
with the use of appropriate ice breakers. Moreover, most of the teacher trainers
and faculty members said that the reluctant teachers developed better attitudes to
the process as they discovered that the current seminar was significantly different
than the previous ones as they experimented with new activities.

The next problem emerged through the analysis of the interviews and the
observation fieldnotes was related to the current language teaching policies. Some
of the teachers said that instead of having INSET seminars, there was an urgent
need to go back to previous language teaching policies, and increase the number
of the teaching hours respectively. The teacher trainers used anecdotes and

examples to deal with this problem as well as raising awareness on the purpose of
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the current teaching process employed. However, they were mostly the active
listeners.

The negative attitudes of some of the teachers to the trainers and even
some faculty members were regarded among the problems encountered as having
negative attitudes resulted in lack of teacher motivation, reluctance to participate
in the sessions, and most importantly not taking the INSET seminar serious as
stated by both the teacher trainers and faculty members. Both the teacher trainers
and faculty members said that the reason underlying the negative attitudes of the
teachers towards the teacher trainers was the background of the teacher trainers,
which meant that some of the teachers did not want to be trained by the trainers
who had almost similar teaching background with them. Although it was not quite
easy to deal with this problem, Teacher Trainer 4 said that he used indirect
examples from the literature (e.g., hamburger technique) to give messages to the
teachers. Similarly, Teacher Trainer 8 said that he used quotations and examples
to deal with the problem.

The quality of the currently used course books was another problem
reported as a barrier to the transformation of knowledge and skills. The teachers
said that the current course books were not compatible with the new curricula and
overloaded for especially the 7™ and 8" grades. What the teacher trainers did to
deal with this problem was to encourage the teachers to fill out a course book
evaluation chart and enable them to discover that the course books they used were
actually consistent with the curricula. Moreover, the teachers said that the course
books were overloaded, and the inspectors from the MoNE checked whether the
course books were covered by the teachers through having a look at the students'
books. How the teachers could adapt course books was explained by the teacher
trainers through the relevant PowerPoint presentation which was theoretical in
some aspects as stated by the English teachers. Most importantly, the teachers
were suggested to employ their own methodological preferences in consistence
with the current curricula, which seemed to have an impact on the teachers’
practices, as will be discussed later within the impact phase of the study.

The negative attitudes of the school administration to the communicative

use of language were reported to be a barrier to the classroom implementation of
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the newly learned and/or refreshed knowledge and skills. One of the causes of this
was the noise produced as a result of the group work activities. One other reason
was reported by a teacher in the section observed by the researcher is that the
outputs prepared by the students caused damages on the walls of the old school
building when hung on the wall. Accordingly, the principle of the school forbade
hanging any student outputs on the wall, which decreased teacher motivation. At
that point, Teacher Trainer 3 shared an experience from her teaching context and
explained how she used a washing line to hang student outputs in class. She said
that the students liked the idea of hanging their products on a washing line using
the clothes pins. Upon giving the example on the topic, she encouraged the
teachers to think about the versatile use of objects for classroom use. The teachers
attentively listened to the idea introduced by the teacher trainer. The analysis of
the data revealed that the idea introduced by the teacher trainer was used by a
teacher as an after seminar practice.

One of the resistance based problems emerged was the lack of
equipment. The teacher trainers and some of the teachers interviewed stated that
they would have difficulty in implementing the knowledge and skills they gained
in the seminar into practice due to the lack of equipment. To illustrate, in one of
the sessions observed by the researcher, some teachers said that they did not have
a CD player at school. At this point, the teacher trainer said that nothing was
impossible and it was the teachers who could turn the weaknesses into strengths.
She came up with some solutions such as using a voice bomb (high volume tiny
speakers), mobile phone applications, speakers, or converting listening texts into
MP3 file format and explained how they could use each in brief. The analysis of
the interviews conducted with the English teachers revealed that they liked the
idea of voice bomb and planned to use it in the near future, which will be
discussed in the impact phase of the study with the relevant patterns emerged.

Last but not the least, the analysis of the interviews with the teacher
trainers and English teachers as well as the seminar observation fieldnotes
revealed questioning the applicability of the materials and activities as a problem
to be dealt with as it was mainly resistance sourced. Some English teachers

continuously said that it would be quite difficult to use the suggested materials or
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activities due to the school level, class profile, class size, SES of the families, and
similar situations. What the teacher trainers did was to encourage self reflection
through raising awareness on the current practices of the teachers and use
anecdotes and quotations to show that everything was in their hands and they
could transform the knowledge and skills into practice if they really wanted to do.

4.2.6. Trainer Competencies

Trainer competencies were one other sub-theme produced from the
analyses of the interviews conducted with the teacher trainers, faculty members,
and the English teachers and further supported by the seminar observations held
by the researcher. Within this theme, the following sub-themes emerged: teacher
trainer competencies, faculty member competencies, and native speaker

competencies.

4.2.6.1. Teacher Trainer Competencies

The competencies of the teacher trainers emerged as the first sub-theme
regarding the trainer competencies. The analysis of the transcripts of the
interviews and the observation fieldnotes revealed three patterns regarding the
way the teacher trainer competencies were described: differences between the
generations, differences within the generations, and individual differences as
demonstrated in Figure 4.10.

Differences Between the Generations: As explained and discussed

before, two generations of teacher trainers were trained through the TTPs. Based
on the analyses of the interviews conducted with the teacher trainers and faculty
members, some expressed differences between the generations were identified.

To begin with, the frameworks of the TTPs organized for both groups of
the teacher trainers showed variations, making the first generation more
advantageous than the second one. Firstly, the content, duration, and the number
of the TTPs differed. The first generation teacher trainers (FGTTs) had a more
detailed and comprehensive training program compared to those in the second

generation who had intensive training in a limited time. The second advantage of
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Figure 4.10. Differences in teacher trainer competencies.

the first group was the actual practice opportunity which was provided at the
fourth step of the training at Baskent University, enhancing the knowledge
transformation competence of the FGTTs. As explained earlier, more than 100
English teachers were invited to Baskent University as the subjects and they were
trained by the FGTTs who were observed by the faculty members during this
process and got immediate feedback on their practices upon the completion of the
sessions. However, the second generation teacher trainers (SGTTs) did not have
such a training opportunity for practice before their first teacher training
assignment was done. Considering that the FGTTs had a six-week training
program including the actual training practice and the SGTTs had three weeks of
training, the teacher trainers and the faculty members indicated the explicit
differences between those two groups in terms of the competencies they held.
Faculty Member 2 highlighted the importance of reflective training which was
provided to the FGTTs and said that the they were better in terms of the
knowledge and skills they had, qualities they held, and awareness they developed
through the process. What she suggested was a refresher course for the SGTTSs to
close the gap between the FGTTs and the SGTTSs.
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Next, the trainer trainers responsible for delivering the content of the
TTPs differed, having a tremendously important effect on the training practices of
the teacher trainers. The FGTTs were trained by the faculty members and native
speakers from the British council and American Embassy. However, the SGTTs
were trained by mostly the FGTTs and a small number of faculty members and
native speakers. Accordingly, the teacher trainers said that the FGTTs modelled
the faculty members and adopted their practices while some of the SGTTs did not
take the trainings and trainers seriously.

The teacher trainers said that the difference in the competencies of the
teacher trainers resulted in positive discrimination of the top management in the
FGTTs, which created conflicts between the generations. They said that the Board
of Education (BoE) would invest in the FGTTs by sending them to the USA so
that they could have further training in the field. The SGTTs told that they
developed anxiety due to the attitude of the upper management and had
uncertainty about their future. What was reported by the teacher trainers from the
two generations of teacher trainers was that the SGTTs developed the feeling of
exclusion, respectively. Interestingly, two SGTTs told that the indicated
generation differences increased the relatively high contribution of the SGTTs to
material development process which was compatible with the currently used
methods and techniques. Teacher Trainer 6 said that this was a way of proving
themselves to FGTTs and faculty members. As a result, they believed that the
indicated differences resulted in the gradual development of the SGTTs.

Differences Within the Generations: The analysis of the interviews

especially the ones conducted with the teacher trainers revealed that there were
some indicated differences within the generations, specifically within the FGTTs.
The differences within the FGTTs appeared upon the completion of the first TTP
process. As noted earlier, the teacher trainers said that the first assignment of the
teacher trainers was done considering their competencies. Some of the teacher
trainers said that language competence of the teacher trainers as well as their
methodological preferences were taken into consideration while doing the first
assignment. Accordingly, after the first TTP, some FGTTs started to train the

English teachers in the local INSET seminars while some others were selected to
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train the TTCs in the second TTP, creating some within group conflicts in terms
of the teacher trainer competencies.
Individual Differences: Apart from the within and between generation

differences, individual differences in field and knowledge transformation
competence of the teacher trainers also emerged as a sub-theme from the analysis
of the interviews conducted with the teacher trainers, faculty members, and the
English teachers. Moreover, this sub-theme was further supported by the analysis
of the seminar observation fieldnotes.

First of all, the language competence of the teacher trainers differed to a
great extent. Some teacher trainers had an excellent command of language while
some others used the target language characterized by some accuracy and fluency
problems. The teacher trainers said that low and even medium levels of language
competence resulted in teachers’ developing negative attitudes to the process and
the teacher trainers, which was also observed by the researcher during the
seminar. Teacher Trainer 8 said that pronunciation mistakes the teacher trainers
made caused them to lose face and to be criticized by the English teachers harshly.
The analysis of the interviews conducted with the teachers complemented this
finding.

One other difference among the teacher trainers was related to how they
transformed the knowledge and skills they held to teachers. Empathizing, using
sense of humor, being flexible, acting, showmanship, and even being presentable
were among the qualities that differentiated the teacher trainers from each other.
Apart from the qualities they held, the methodological preferences of the teacher
trainers changed from trainer to trainer. Some teacher trainers adopted a
constructivist way of teaching while some others used lecturing as the main
method, heavily relying on the PowerPoint presentations, with less field
competence. The analysis of the data revealed that the teacher trainers who had a
low level of language competence used a more traditional way of teaching
compared to those with a high level of language competence.

The reasons which created individual differences among the trainers were
found to be related to their views about professional development and

methodological preferences. Faculty Member 3 stated that the lack of goal
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attainment, approach to teaching, and most importantly motivation to learn
created differences among the teacher trainers. Similarly, Faculty Member 1 said
that although she found the trainers competent, some of them seemed to have
motivation problems, resulting in negative attitudes of the teachers to the sessions.
What Faculty member 2 stated was closely related with the previous ones. She
said that there were individual differences to professional development and added
that some teacher trainers did not take the feedback given on their performances

seriously while some others tried to improve themselves throughout the process.

4.2.6.2. Faculty Member Competencies

The analysis of the interviews conducted with the teachers trainers,
faculty members, and the English teachers and the seminar observation fieldnotes
revealed that there were two different perspectives about the field and knowledge
transformation competence of the faculty members involved in the seminars. The
comments made by the teachers were limited to their interaction with one faculty
member who was in charge of delivering some of the sessions during the seminar.
However, the faculty members and teacher trainers’ perceptions about the faculty
member competencies derived from their involvement in the TTPs as well as the
INSET seminar processes, which could possibly resulted in differences in the
opinions of the participants about the faculty member competencies. Involvement
of the faculty members and native speakers during the process was regarded as a
strength of the INSET although some of them were considered having low
competencies. Some of the teacher trainers and the teachers said that involvement
of the native speakers and faculty members enabled the teachers to develop
positive attitudes to the seminar encouraged the teacher trainers to learn from
them.

All of the English teachers except one said that the faculty member
involved in the INSET was highly competent. Almost half of them even stated
that she was better than the teacher trainers in terms of having better educational
background, language competence and communication skills, and creating
positive attitudes to the INSET seminar. Moreover, she was found to have a high

level of self confidence and demonstrated creativity. The teachers said that the
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faculty members attracted their attention easily and delivered the content through
actively involving them, which made her successful. The positive attitudes of the
teachers to the faculty member were further supported by some of the teacher
trainers who said that the teachers had positive attitudes to the faculty members
whatever their sessions were and however these sessions were delivered.

Contrary to what was reflected by the teachers, the teacher trainers and
faculty members involved in the study said that there were observed differences
among the faculty members in terms of the competencies they had. The
competency pattern demonstrated by the faculty members was similar to the one
held by the trainers. Almost half of the teacher trainers stated that some of the
faculty members had a high level of field competence but low knowledge
transformation competence, which meant that although they had a great
understanding of the theoretical content and terminology in their field, they could
not effectively transform this knowledge to the participants. Moreover, some of
the faculty members were found to be far away from the current teaching realities
and focused on the ideal situation as also described by Emre.

The teacher trainers stated that they found some of the faculty members'
sessions quite enjoyable and productive. They said that such sessions were
characterized by use of sense of humor, correct vocabulary choice, appropriate use
of posture, body language and eye contact. Moreover, the teacher trainers
explained that the personal characteristics of the faculty members such as being
positive were important in the efficiency of the session. Methodological
preferences of the faculty members were regarded as a way of revealing their
transformation competence. The faculty members who used a constructivist way
of teaching were reported to be better than those who used lecturing and heavily
depended on the PowerPoint slides. However, the analysis of the data revealed
that the number of the faculty members using traditional methods in the TTPs and
local INSET seminars was quite high.

The teacher trainers also compared the teacher trainer and faculty
members. While the teacher trainers were considered more knowledgeable in
terms of having the knowledge of the current language teaching practices, the

faculty members, were thought to have the knowledge of theory besides knowing
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how, which meant that they knew how to give feedback to the trainees. In line
with this, the teacher trainers who had positive attitudes about the faculty member
thought that the number of the faculty members in the seminars especially in the
TTPs should be increased.

4.2.6.3. Native Speaker Competencies

The teacher trainers and one of the faculty members involved in the study
said that the native speakers of English were asked to attend the seminars as
English was their mother tongue. Positive attitudes of the teachers towards the
native speakers made them an inevitable part of the training process as well.
However, the analysis of the data revealed that some individual differences
existed about the field and knowledge transformation competencies of the native
speakers.

To begin with, some of the native speakers were reported to have a high
level of field competence, but were not found competent enough in transforming
their knowledge and skills to the teachers. These native speakers mostly used
traditional methods in session delivery. Secondly, there were some native
speakers who had a good command of the session delivery, but did not have
sufficient field knowledge. Next, some native speakers were found to be
competent in both domains although the number of such trainers was limited.
Finally, interestingly, some native speakers were reported to be incompetent in
both domains.

The teacher trainers and one of the faculty members mostly regarded
native speakers incompetent. The teacher trainers involved in the study said that
the native speakers were far away from the current national and local teaching
realities in Turkey, and they did not have sufficient information on the new
curricula, currently used course books, student expectations and problems
encountered such as crowded classes although some of this knowledge was
generic. The examples and case studies they used in their sessions were from the
other countries such as India which did not either reflect or give a hint on the
Turkish education system as stated by the trainers. There was no native speaker

involved in the seminar observed by the researcher. However, the pilot study
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conducted with the English teachers revealed that these teachers also did not find
the native speaker competent in transforming the knowledge and skills she had to
the teachers.

4.3. Evaluation of Staff Development

The third research question addressed in the study was about the
evaluation dimension of the INSET seminars organized for the English teachers
by the MONE. Compared to the other three phases of the INSET seminars,
namely, planning, implementation, and impact, evaluation was the step which the
researcher got the least information about in the interviews. The analysis of the
transcribed interviews conducted with the English teachers, teacher trainers, and
faculty members revealed three themes regarding the evaluation component of the
INSET seminars: (a) INSET seminar evaluation, (b) trainer evaluation, and (c)

teacher evaluation, which is demonstrated in Figure 4.11 with the related sub-

themes.
Use of Questionnaire
Seminar Evaluation
Use of Formal Report
Evaluation ( Trainer Evaluation
. Formal Teacher

Evaluation System

~

Perceptions About
Informal Teacher

( Teacher Evaluation
Evaluation

Beliefs About Follow-
up

Figure 4.11. Sub-Themes and codes regarding the evaluation of staff
development.
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4.3.1. INSET Seminar Evaluation

The first sub-theme emerged regarding the evaluation dimension of the
INSET seminars was the INSET seminar evaluation. The seminar evaluation was
reported to be done in two ways at a very surface level, namely, through the use of

a questionnaire and a formal report.

4.3.1.1. Use of Questionnaire

The first tool employed to evaluate the INSET seminar was a Likert type
seminar evaluation questionnaire. The teachers were asked to evaluate the
effectiveness of the sessions by filling out the questionnaires administered in the
last session on Friday by the teacher trainer who was in charge of delivering that
session. In the questionnaire, session names were written without the names of the
teacher trainers who were in charge of delivering the sessions. However, Teacher
Trainer 1 stated that the questionnaire results would be later matched with the
names of the teacher trainers by the MoNE to have an overall idea of the
performance of the teacher trainers. The teacher trainers stated that they had a
very limited time to take a look at the comments made by the teachers upon the
completion of the questionnaires. Accordingly, they also said that they could not
see the whole feedback due to the lack of time.

The completed questionnaires were collected and sent to the MoNE for
analysis. At this point, most of the teacher trainers stated that they had not
received any feedback on the results of the questionnaires by the MoNE except
one seminar until then. Teacher Trainer 4 stated that the questionnaire results of
that specific seminar revealed 70 to 80 percent of satisfaction regarding teachers’
attitudes to the INSET seminar and teacher trainers. Teacher trainer 8 considered
the feedback given on the questionnaires as unsystematic as they got feedback
only once from the MoNE and similarly Teacher trainer 2 regarded such an
evaluation as formality.

The teacher trainers interviewed also commented on the questionnaire
which was used to evaluate the INSET seminar. Three of the trainers found this
evaluation system ineffective as they thought the results of the questionnaires

reflected biased attitudes of the teachers to the INSET seminar and teacher
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trainers involved in the process. One of the reasons underlying this was the
developed relations between teacher trainers and teachers during the seminar. This
bond was thought to affect teachers’ answers negatively on the basis of the type of
the bond between teachers and teacher trainers. One other reason why the teacher
trainers found the questionnaire unhealthy was the lack of attention given by the
teachers to the questionnaire. This was thought to be resulted from the day on
which the questionnaires were administered. As the questionnaires were given in
the last session of the INSET, the teachers might not have concentrated on the
questionnaire, making it ineffective to some extent. Although Teacher Trainer 4
stated that the questionnaire needed revision. Teacher Trainer 6 stated that the use
of a questionnaire still provided feedback on the process in spite of its

weaknesses.

4.3.1.2. Use of Formal Report

The second tool employed to evaluate the INSET seminar was a report
written to the MoNE upon the completion of the seminar. Teacher Trainer 1 stated
that they were expected to write a standardized feedback report to the Board of
Education (BoE) to inform them about the process. However, as noted earlier,
there seemed to be lack of communication between the MoNE and teacher trainers
in terms of taking actions for the identified problems occurring in the INSET
seminars. Considering this, Teacher trainer 1 stated that there was a lack of

efficient feedback system between the MONE and the trainers.

4.3.2. Trainer Evaluation

As explained earlier, a number of teacher trainers and some faculty
members were in charge of delivering the INSET seminars, making the trainers a
part of the evaluation system as well. Based on the qualitative analysis of the
transcribed texts, the second theme emerged was teacher trainer evaluation. The
teacher trainers and faculty members interviewed stated that there was no formal
teacher trainer evaluation employed by the MoNE. Although teacher trainers were

not formally evaluated, it seemed that there was a perceived informal trainer
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evaluation, which was assumed to be made by the BoE and teachers attending the
INSET.

To begin with, a few of the trainers stated that their performance was
evaluated by the BoE in an informal way. What they meant by the informal
observation was developing some ideas about the performance of the teacher
trainers not in a single INSET seminar but throughout the process. As noted
earlier, there was an educational representative from the BoE in each and every
seminar and they spent time with the teacher trainers ensuring that the seminar
could be conducted flawlessly. The regular attendance of the teacher trainers to
the sessions was among the points that helped the upper management to have an
idea about teacher trainers’ performance level. Teacher trainer 6 stated that the
questionnaire administered by the MoNE at the end of the INSET seminars was
used to complement the developed ideas about teacher trainers’ performance
level.

Apart from the perceived informal observation thought to be conducted
by the MoNE, perceived informal observations done by the teachers attending the
INSET seminar seemed to be a part of the trainer evaluation process. Naturally,
teachers also commented about the seminar and/or teacher trainers either directly
on the face of the teacher trainer or in small discussions held during the session
breaks. Teacher Trainer 3 stated that what the teachers mostly commented was the
language competence of the trainers and input provided in the seminar. Teacher
trainers’ use of the target language accurately and fluently seemed to play an
important role in teachers’ ideas about the trainers, which was also revealed as a
sub-theme of teacher trainer competences earlier in the chapter.

Here, it is important to note that one of the teacher trainers, Teacher
Trainer 8, stated that he used the feedback given by the teachers for the purpose of
self reflection. He stated that he gave small note cards to the teachers at the end of
the sessions and kindly asked them to give feedback on the session, which he later
used to reflect on his training process. He added that the feedback had been
positive so far. Actually, what Faculty Member 2 suggested was in parallel with
what Teacher Trainer 8 did in his sessions regularly. She suggested the use of

daily evaluation form filled by the teachers so that a healthier reflection could be
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made on both the INSET seminar and the performance of the teacher trainers. She
also suggested establishing a trainer evaluation system, which would include oral
feedback given by the faculty members/trainers. However, she highlighted the
importance of the constructive feedback for development for the success of such a

system.

4.3.3. Teacher Evaluation

Teacher evaluation appeared to be the second theme revealed through the
qualitative analysis of the transcribed interviews. Within this theme, the following
sub-themes emerged: (a) formal teacher evaluation system, (b) perceptions about
informal teacher evaluation, and (3) beliefs about follow-up.

4.3.3.1. Formal Teacher Evaluation System

The first sub-theme emerged through the qualitative analysis of the
interviews regarding teacher evaluation was the formal teacher evaluation system.
Ten teachers who were involved in the study stated that they did not go through
any formal evaluation process regarding their participation to the INSET seminar,
which meant that their participation to the seminar was not graded or evaluated at
all. When asked whether they would like to be formally evaluated after the
completion of the INSET seminars, the teachers displayed negative attitudes about
the formal teacher evaluation process. To illustrate, Hakan stated that written
evaluation of the knowledge and skills gained through the seminar would be
nothing but formality as there would not be any reliable results taking the duration
of the seminar into consideration as well. Similarly, Ada stated that there was no
need to go through a formal evaluation process, emphasizing the actual purpose of
the INSET seminars. She stated that INSET seminars were conducted with an aim
to contribute to the professional development of teachers, and the actual purpose
of those seminars should be to increase teacher motivation rather than testing
teachers’ knowledge and skills. Only Emre seemed to be in favor of a formal
teacher evaluation system after the completion of the INSET seminars. However,
he stated that there needed to be more input given in a longer duration so that a

healthy evaluation process could be conducted.
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The teacher trainers and faculty members involved in the study were also
asked their opinions about the formal teacher evaluation system. The teacher
trainers who responded to this question stated that they personally disagreed with
a formal teacher evaluation system. Teacher Trainers 1 and 4 stated that they
found such an evaluation system, probably pen and paper test, inefficient as it
would not reveal any information about the actual teaching practices of the
teachers. Similar to what was said by Ada, Teacher trainer 3 stated that
conducting a formal evaluation system would display inconsistency with the goals
of the INSET seminars. She added that on the case of such an evaluation
approach, teachers would become exam-oriented and focus on the INSET content
with an aim to pass the test to be administered at the end of the seminar. Thus, this
would result in teacher dissatisfaction and even interruption to the sessions
delivered by the teacher trainers, killing the actual purpose of the seminars.
Similarly, Teacher Trainer 7 stated that teacher anxiety would appear as a result of
a possible teacher evaluation system, especially considering the teachers who
were anxious about the use of the target language. Faculty Member 1 also found
evaluating teachers upon the completion of the seminars quite meaningless as the
duration of the INSET seminar was very short for such an evaluation. She stated
that there needed to be at least three months to know the teachers and evaluate
them, especially considering the high number of the teachers in one class
(approximately 40 teachers). What Faculty members 2 and 3 suggested was
establishing a follow-up system instead of a formal teacher evaluation upon the

completion of the INSET seminar, which will be discussed next in detail.

4.3.3.2. Perceptions About Informal Teacher Evaluation

Perceptions about informal teacher evaluation was the second sub-theme
identified through the qualitative analysis. It is important to note that although all
of the teachers stated that there was no formal evaluation of teachers’ participation
to the INSET, four teachers stated that they underwent an informal evaluation
process. The way those teachers perceived the informal observation process
depended on their perceptions about the concept of evaluation. Three of the

teachers regarded this evaluation process as the informal observations of the
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teacher participation to the sessions by the teacher trainers. In line with this, two
of these teachers stated that the teacher trainers expressed their appreciation about
the high level of teacher participation at the end of the week. However, one of
these teachers stated that teacher trainers appreciated the participation of teachers
in other sections as well, possibly to encourage them to have a smooth transition
to the implementation process. Another way of the informal observation by the
teacher trainers was reported to be the teachers’ use of the target language in
classroom activities and discussions.

The teachers stated that they got a certificate of attendance upon the
completion of the INSET seminar. There seemed to be different ideas regarding
the potential contribution of the certificate to the teachers. Most of the teachers
reported that they were not sure about how and when to use the certificate. Bora
stated that certificates of attendance had been previously used for the promotion
purposes, but they were not used for that purpose anymore. Two teachers clearly
stated that they would not make use of the certificate in any case. Here, it is
important to note that although the teachers were not quite sure about the potential
contributions of the certificate, two teachers deeply appreciated the certificate.
Defne stated that it had spiritual value for her while Emre stated that if the MoNE

gave a certificate, he would definitely use it somewhere.

4.3.3.3. Beliefs About Follow-up

The teachers were also asked their perceptions about a possible follow-up
after the completion of the INSET seminars. Except two teachers, all of the
teachers stated that there was a need for the follow-up. The reasons underlying the
need for follow-up were noted as creating consciousness, encouraging
implementation of the knowledge and skills gained through INSET seminars and
providing guidance to the teachers. Within the framework of the guidance, Selin
stated that the follow-up would enable them to collaborate with teacher trainers
and encourage sharing methods and techniques, which will help her to better her
teaching practice based on the given feedback. However, Bora stated that the
follow-up observations should not be like the observations conducted for actual

teacher evaluations. Instead, the follow-up should focus on the evaluation of the
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effectiveness of teachers' after seminar practices through getting teachers’
opinions into consideration. One other benefit of the follow-up put forward by
Defne who said that the follow-up system would be influential for the teachers
with lack of self monitoring skills.

Although the teachers stated that the follow-up should be conducted on a
voluntary basis, Emre stated that it should be compulsory. What he suggested was
a control mechanism of the MoNE over the actual teaching practices of the
teachers through the observations conducted. He suggested that teachers could be
observed based on predetermined criteria, and those who were not found
successful in translating the knowledge and skills gained through the seminar into
their classroom practices would be given a longer INSET seminar to develop their
teaching practices. How the follow-up should be conducted was suggested by the
teachers as well. The first suggestion received was about the careful selection of
the teacher trainers who were expected to conduct classroom observations. Ceyda
stated that the characteristics of the teacher trainers were of crucial importance in
the successful working of the follow-up system. In line with this, having a
positive attitude to the teachers was suggested as one of those characteristics.
Type of the feedback to be given by the teacher trainers was also among the
suggestions made by the teachers. Selin, Merve, Hakan, and Bora emphasized the
importance of constructive feedback giving in follow-up observations. Within this
suggestion, Hakan stated that the constructive feedback, if done properly, could
allow self-reflection, and thus, they could identify their weaknesses to be
developed.

As opposed to eight teachers who were somehow in favor of the follow-
up system, Ada and Kuzey stated that a follow-up system to be introduced after
the completion of the INSET seminars would be inefficient. Each teacher
commented on this potential inefficiency differently. Ada’s concern was about
perceptions of the teachers regarding the “follow-up concept”. She stated that
follow-up would be regarded as a control mechanism of the MoNE over the
teachers, and this would result in teachers pretending to comply with the curricula
and making preparations for the observations to be conducted by the teacher

trainers, which would cause inefficiency of the follow up system. She said
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...People are their own control mechanisms. They learned something in
the seminar. | mean, if they are aware of this responsibility, they will
think about how to use that knowledge, how to make it more productive,
and how they could become better. That's all about the person himself. |
mean, it is important to enable them to develop that feeling of
responsibility in the seminar

In line with this, she suggested that a self control mechanism should be
encouraged during the INSET seminar instead of setting up a follow-up system.
What Kuzey claimed about the inefficiency of introducing a follow-up system
was resulted from the number of the observations to be conducted by the teacher
trainers. He stated that there would be probably limited observations due to the
facilities of the MoNE, and thus, it would be quite difficult for the teacher trainers
to capture the whole picture about the way teachers implemented the knowledge
and skills gained through the INSET seminars. To illustrate, he stated that he
spontaneously used the knowledge and skills gained through the INSET, which
meant that there was no certain time for his use of those skills and knowledge.
Accordingly, on the condition of a follow-up observation, the teacher trainers
might note that the teacher did not transform what he had learnt through the

INSET into his teaching practice though this was not the case.

4.4. Impact of Staff Development

The last research question addressed in the study was about the impact of
the INSET seminar on the English teachers and their actual classroom practices.
As demonstrated in Figure 4.12, the analysis of the interviews conducted with the
teachers and observations held in their classes produced the following sub-themes
regarding the impact of staff development: (a) impact on pedagogical beliefs, (b)
impact on pedagogical content knowledge, (c) impact on actual classroom
practices, (d) impact on personal and professional growth, and (e) impact on

students.
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Impact on Pedagogical Beliefs
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Figure 4.12. Sub-themes and codes regarding the impact of staff development.

4.4.1. Impact on Pedagogical Beliefs

The analysis of the transcribed interviews conducted with the English
teachers and observation fieldnotes taken during the classroom observations by
the researcher revealed that the INSET program seemed to have an impact on the
pedagogical beliefs of the teachers in a significant way. The change in the
pedagogical beliefs of the teachers started with the self-reflection process. As they
stepped back and reflected on their actual classroom practices, they noticed that
although they had knowledge and skills aligned with the new curriculum, they had
not sufficiently implemented those in class. To illustrate, some of the teachers

said:

When | reflected on my teaching during the seminar, | thought about
what | should do as a language teacher and decided to change. And I
gradually benefit from it [change process]. (Hakan, emphasis added)

As a result of the education | got at the university, the methods and
techniques | used, and the seminar that reminded this to me, | had a three
stage thought. | thought myself in three different points. | noticed that |
had weaknesses. Actually | better noticed that there were things | hadn't
put into implementation. In this sense, it [the seminar]was very useful in
terms of questioning myself. (Cansu, emphasis added)
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...I' learned how important the things I hadn’t done just by saying “There
is no need”, “I can’t do this” and I learned that I shouldn’t take the easy
way out. (Defne)

Engaging in the self reflection process seemed to manifest a change in
teachers' pedagogical beliefs related to (a) use of L2, (b) use of a communicative
way of teaching, (c) focus on language skills, (d) textbook dependence, (e)
material use and development, (f) classroom management, (g) error correction,
and (h) approach to measurement and evaluation, which will be presented next.

Use of L2: All of the teachers involved in the study reported a substantial
change in their pedagogical beliefs regarding the use of L2 in instruction. They
said that the self reflection process enabled them to develop insights on their use
of L2 in instruction, and to notice that they had not sufficiently used L2 in class.

To demonstrate, some teachers said:

Frankly speaking, |1 was not a person who spoke English in class. | used
to believe that students wouldn't understand me [if I spoke in English].
But now, I've started to use L2 in class. At first, they don't understand
you, but later they listen to you to understand you. Naturally, they learn
something. (Hakan)

[After the seminar]l thought that even if they wouldn't understand it
[English], | should use it through body language or mimics...And | do
this now. | try to speak English as much as | can. (Defne)

During the seminar, | noticed that I should use English more. (Selin)

| dont know why, but I felt that there had been a decrease in my
language use. | noticed this during the seminar. People sometimes cannot
judge themselves. Well, you can't evaluate yourself as a teacher. ...But |
noticed that there had been a decrease in my L2 use during the last two
years. (Cansu)

Parallel with the self-reflection process, the teachers' pedagogical beliefs
regarding the use of L2 seemed to change. They said that if they used L2 in class,
there would be a substantial increase in students' communicative competence. The
teachers stated that there were two seminar related factors affecting their change
process in the use of L2. In the first place, they said that unlike the previously held
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seminars, the use of L2 as a medium of instruction during the seminar had a direct

impact on their beliefs regarding language use. To illustrate, one teacher said:

...Their [teacher trainers and faculty member] aim was that: Speak
English in your classes exactly like us...If they [teacher trainers and
faculty member] speak Turkish [in the INSET seminar], we [teachers]
will speak Turkish in our lessons. (Selin)

Secondly, the teachers said that the suggestions of the teacher trainers
and the faculty member regarding the L2 use in class played a role in their
language related beliefs. Two of the representative quotes are as follows:

...I mean they [teacher trainers and faculty member] told us. Even if they
[students] don’t understand, speak English. In time, you’ll see that they
will understand. | try to do as such. For instance, | try to speak English
more now. (Selin)

Use of English was repeated a lot during the seminar. I mean "I should
use English™ was given as a message. Well, the message was received.
(Ada)

... One of the trainers said: "It's important that the child knows a single
word. This is important for communication”..."Instead of saying This is
an apple’, if he says ‘apple’, this is communication”...Previously we used
to say that the child had to make a sentence. Now | say, after that thing
[the session], "okay, one word is one word". (Merve)

The analysis of the second interviews conducted with the teachers
revealed that the teacher's actual classroom practices and, in turn, the students'
attitudes towards the lesson shaped the teachers' beliefs regarding the use of L2 in
the long run in a positive or a negative way. In the first place, some teachers said
that their beliefs were intensified as they got positive attitudes from the students.
However, although some teachers' beliefs regarding the use of L2 in the lower
grades were intensified, their beliefs of using L2 in the upper grades diminished

based on the problems they faced. To illustrate, one teacher said:

Students [seventh and eighth graders] developed negative attitudes. They
say "we don't understand anything”, and, in fact, there has been a
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decrease [in their class performance]. | mean, at first, I continuously
spoke English. Now, | have to use mostly Turkish in the seventh and
eighth graders. | think it is easier to use English in the fourth and fifth
grades. (Defne)

In line with this, it is interesting to note in the first teacher interviews,
few of the teachers stated that it would be easier to use L2 in the upper grades as
the fourth grades had just started learning English. In the long run, their beliefs
about the L2 use changed when their classroom practices revealed that the fourth
graders were more enthusiastic than the upper graders, and the use of L2 worked
better in those grades.

Two teachers also reported that the discussions they held with the
colleagues had also an impact on shaping their pedagogical beliefs regarding the
use of L2. To illustrate, one of the teachers who did not have any eight grade class
when the study was conducted developed the belief that it would be very difficult
for her to use L2 in the eighth grades. Her beliefs were greatly influenced by her

colleagues' experiences as seen below:

They [her colleagues] say that they use activities and English in the
fourth and fifth grades... They say that they can't speak English in the
sixth, seventh, and eighth grades. I think it is much more difficult to use
it [English/communicative activities] there [in the upper grades].

Use of a Communicative Way of Teaching: The teachers stated that the

seminar had an impact on their pedagogical beliefs regarding their methodological
choices. They developed the belief that employing a more learner centered
approach would foster the communicative competence of the learners compared to
the use of traditional activities. Apart from this, most teachers said that they had
already known and used some of the communicative language techniques, but the
seminar had intensified their pedagogical beliefs and encouraged their

implementation. To illustrate, one teacher stated:

I was a classic English teacher. 1 would use few communicative
activities...l mean, we were shown our weaknesses there. I mean writing
the vocabulary items on the board, or assigning the students to find
unknown vocabulary items...or translating the story in the book. And the
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students wouldn't do them. Or "tell what you've done at the weekend".
When | told this, only few hardworking students did this. ...Now, there
are still a lot of unwilling students. But | believe using more activities has
still made a change. Let's say, participation has increased from 10 percent
to 40 or 50 percent. (Defne)

The teachers also stated that they developed the belief that the use of
games and song based activities as well as the activities actively involving
students would increase students' motivation and participation in the lesson. The
analysis of the second interviews revealed that as some teachers tried out some of
the activities used or suggested during the seminar, it created a reciprocal impact
on their pedagogical beliefs. That is, it created the belief that using different
activities resulted in student motivation, and accordingly improved the job do-
ability and performance. By way of illustration, one teacher reflected on his actual

classroom practice after he tried out few activities in class:

Attention and interest of the students [fourth and fifth graders] increased.
For example, the students who were not interested in lessons when I used
lecturing want to participate in the lesson when there is a game. When
they're motivated, | become motivated as well, and it becomes easier to
teach English. (Bora)

Most teachers also reported that the seminar had an impact on their
pedagogical beliefs regarding the use of pair and group work activities as well in
the first interviews. They stated that the use of such kind of grouping would
develop students' communicative competence and increase their participation
level. The analysis of the second interviews revealed that their beliefs regarding
the interaction in class went through a change process when they started to use
various groupings in class. Some teachers developed the belief that the upper
grade students, namely, seventh and eighth graders, were more interested in
individual and pair work activities whereas the lower grade students liked group

work activities. To demonstrate, one teacher commented:

In the upper grades, pair work or individual activities works better.
However, group work activities work with the lower grade students.
(Ada)
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The teachers stated that some of the seminar practices had been
influential on the change in their pedagogical beliefs regarding the use of a
communicative way of teaching. Initially, they said that the sessions in which they
were actively involved in the activities had a positive impact on their pedagogical
beliefs while the sessions where they were the passive receptors of knowledge did
not have any impact on them. To illustrate, one teacher reflected on a session he
attended:

...For example, the trainer wanted us to prepare a poster. | think it was
very effective...l think such kind of activities are always effective
whether we are teachers or students...When the sessions were delivered
through direct teaching, we were bored. | mean, it didn't have much
effect...The activities we got involved were more efficient. For example,
there were ice breakers. They were very effective as well. (Hakan)

Apart from this, the teachers stated that when they were actively involved
in the activities during the seminar, they started to empathize with the students.
However, they also said that there should have been more communicative
activities employed during the seminar. One teacher elaborated on the effect of the

use of communicative activities as follows :

...you directly come down to that child’s age...It also enjoys you. You
have an enjoyable time and you understand what your student feels
through what you perceive, learn, and feel. There could have been more
focus on the activities. Because | believe we all need this. I mean to
change our thinking style and perceptions. | mean, this could be done to
teach do-ability...To increase that motivation, there could have been a
more active environment by enriching the activities.

Similarly, one other teacher said:

...When we are involved in the games, we say, well I can do this at
school or I can change this at school, I can use this like this...Actually, |
expected games there.

It is important to note that traditional delivery of some of the sessions
also had an impact on shaping the pedagogical beliefs of the teachers as they
learned from the bad practice as well. To illustrate, one teacher reflected on one of

the sessions she attended and said:
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...For example, classroom management session. Yes, well, some parts
were theoretical. We were not involved and we started to chat with my
colleague. Now, | think about the children...I tell to myself, if the lesson
becomes a bit theoretical or when | don't involve them, students start to
talk to each other as well. Accordingly, | get bored or so and trouble
happens. But, the more | involve them, actually, 1 get less tired. Well,
I've noticed this. (Defne)

The teachers' pedagogical beliefs regarding the use of communicative
activities seemed to go through a change process when they perceived a change in
the achievement level of the students according to their test scores after the
seminar. Some of the teachers said that although the students enjoyed playing
games, and it increased their motivation and speaking ability as well as
vocabulary retention, there was a decrease in their test scores in the grammar
component of the tests. Those teachers associated this decrease to the use of a
more communicative way of teaching in class. Accordingly, they developed the
belief that use of games increased the retention rate of vocabulary, but decreased
the learning rate of grammar as they did not teach grammar properly. To

demonstrate, one teacher said:

... We say that students don't learn grammar though lecturing, but they
actually learn grammar when we make lots of practice on the
board...Students learn vocabulary with games, but they don't completely

learn grammar with this [use of games]. (Selin)

It is also important to note that the teachers' pedagogical beliefs
regarding planning seemed to change parallel with the use of more
communicative activities in class. Some teachers stated that as they implemented
communicative activities, they developed the belief that better planning skills
would result in better implementation of the methods and techniques used and/or
suggested during the seminar.

Focus on Language Skills: The teachers also reported that the seminar

had an impact on their pedagogical beliefs regarding the use of language skills,

namely, reading, listening, speaking, and writing, in instruction. They said that

165



engaging in the self reflection process revealed that they mostly used reading in
class, and skipped speaking, writing, and some of the listening activities in the
course books. In line with this, they developed the belief that productive skills
were as important as the receptive ones and should be given equal attention. To
illustrate, one teacher said:

For example, I mostly employed a reading and listening oriented
approach to teaching. I mean, I didn't use two skills a lot: speaking and
listening. | thought that I wouldn't have any time for teaching these skills
in class. | considered them as extra luxurious activities. | learned how
important they actually were during the seminar. (Defne)

Furthermore, the teachers said that they developed the belief that the use
of more integrated activities would increase the spoken competence of the
students. Some teachers also reported a change in their pedagogical beliefs
regarding how to teach listening to students. They developed the belief that the
use of slow and understandable listening texts would work better than the fast
texts they had used previously, which was further intensified as the teachers
applied it in their classes. They said that the listening texts used during the
seminar initiated the change in their beliefs.

When it comes to the impact of the seminar on teachers' pedagogical
beliefs regarding teaching reading, they stated that they had already been
competent in teaching reading. Moreover, most teachers said that although there
were some practical activities during the seminar, the reading session included too
theoretical information. Accordingly, only one teacher said that the seminar had

an impact on her pedagogical beliefs about teaching reading. She said:

...first surface reading, and then much more detailed [reading]. | think I
have remembered this [during the seminar]. (Cansu)

In line with this, she added that the seminar strengthened her forgotten
beliefs that the use of a three-stage reading model, namely, the use of pre, while,
and post reading activities would be more effective as she liked the way reading

activities were used during the seminar.
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Textbook Dependence: Most of the teachers stated that the seminar

changed their pedagogical beliefs regarding the use of textbooks. They said that
they were highly dependent on the course books before the seminar and thought
that they should cover each and every part of the book due to the pressure of the
inspectors. However, as an impact of the seminar, they said that they developed
more instructional flexibility, less dependence on the course books, and more
awareness on the material adaptation techniques respectively. They reported that
the suggestions and the encouragements of the teacher trainers and the faculty
member played a crucial role in this. To illustrate two teachers said:

In fact, we knew it [not depending on the textbooks a lot], but it had not
encouraged us that much. Our teachers in the seminar told “Whatever the
curricula, the important thing is to make the child to speak English or tell
what he has heard, or write something...They [teacher trainers and the
faculty member] suggested not adhering to the curricula strictly. And we
were encouraged. (Emre)

| know that | don't have to be dependent on the textbook. ...I mean if
don't like an activity, I can skip it now, or if the activity is not suitable for
their [students']levels...Maybe just because of the inspectors, or my lack
of experience in the field, I used to think that I shouldn't change anything
in the book, and it's completely correct...Now | know that I can skip an
activity, or change it, and I do it. (Defne)

Material Use and Development. The teachers reported a substantial

change in their pedagogical beliefs regarding the use and development of
language materials as a result of the seminar. In the first place, most of the
teachers developed the belief that the use of more visuals aligned with the
curriculum would result in an increase in students’ comprehension level, and
develop their communicative competence accordingly. To demonstrate, one

teacher said:

...I understood that I should pay more attention to the use of more visuals
to help students to better understand the topic. (Merve)

The analysis of the second interviews revealed that the teachers'
pedagogical beliefs regarding the use of visuals in class were further intensified
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when they started to use more visuals in class, and, in turn, noticed that there was
an observable increase in students' comprehension level. By way of illustration,

one teacher said:

...I've started to prepare more PowerPoint presentations. | further noticed
this: As visuality increased, the level of comprehension increased as
well...(Hakan)

Secondly, some teachers developed the belief that they should “think
outside the box,” and explore the creative and classroom use of the daily used
materials, which was conveyed in the seminar through the suggestions and
experiences of the teachers. To illustrate, one teacher said:

...one of the colleagues presenting there [trainer]| used to say that
“environment is mine”. As she told this a lot, I was impressed from it...
“My receivers are always open because | am a teacher..." | liked the
sentence she formed...My receivers are open now...Now, even | throw
something out at home, I think about whether I can use it in class or what
| can use it for. (Ada)

Next, the teachers stated that the suggestions regarding the practical
materials in the seminar enabled them to think about the versatile use of the
materials. By way of illustration, during the seminar, one of the teachers in the
class where the researcher conducted evaluation complained that she could not
hang any student output on the wall as the administrators told that it would
damage the wall. In response to this problem, the teacher trainer said that they
could use a washing line to hang something on in the classroom, and explained
how they could do it giving some examples from her own teaching context. The
teachers in the session seemed to be quite interested in the idea. In line with this,
one teacher explained how the idea of washing line had an impact on her

pedagogical beliefs:

For example, washing line material. I've never thought about it. The
student outputs were not stuck on the board. It was a problem for me.
The idea of washing line contributed to me a lot. Now, | think how |
could use similar materials in class. (Defne)
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Furthermore, the teachers also reported that they developed awareness on
the use of self-developed and student generated materials as it would increase the
level of student motivation. They said that this was suggested by the trainers
during the seminar. To demonstrate, one teacher highlighted the importance of
self-developed materials as follows:

When we prepare something, it attracts the attention of the students. |
mean if you continuously use computers, it also becomes a routine for
students, and doesn't attract their attention. (Ada)

In line with this, one of the teachers also stated that she developed the
belief that colored flashcards were more effective than the black and white ones.
Her belief was further intensified when she used colored visuals in class. She

elaborated on this as follows:

| used to print the pictures black and white and it wasn't attractive...Now
I color them...When | use colored flashcards, | think it both attracts the
students' attention and it is also beautiful, because children are equal to
colors. They like the colors. (Defne)

The analysis of the second interviews revealed that the teachers' actual
classroom practices had a further influence on their use of the self-developed and
student generated materials. As especially the lower grade students, namely, the
fourth, fifth, and the sixth graders, developed more interest in lessons with an
increasing participation level, the teachers' pedagogical beliefs regarding the use

of those materials were further intensified. To illustrate, one teacher said:

Well, it [using self developed and student generated materials] really
makes a difference. I've seen what happens when | prepare or don't
prepare [materials]...For example | had them to draw faces for an activity
we did in the seventh grades. They liked to see their products on the wall.
Moreover, as they understood its value as they draw them. | mean, when
| prepare something at home, they might think it is a ready-made
material, and might not value it. But when they prepare it and we use it,
they say "okay it is difficult to prepare materials and we should value
this".... There's an increase in participation. Even Arda [pseudonym for a
problematic student] participates in lessons. You [the researcher]saw
that. (Defne)
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Parallel with the changes in teachers' beliefs regarding the textbook
dependence, the teachers stated that they developed awareness on material
adaptation. However, they mostly said that their understanding of how to adapt
the materials was limited as there was insufficient focus on this during the
seminar. To illustrate, one teacher said that she did not find the material design
and development session effective as it was too theoretical. However, she added
that the seminar still encouraged her to design materials consistent with the course
books so that the students could be motivated and actively involved in the process.
Similarly, one other teacher who reported a change in her pedagogical beliefs in
material use said that there was a need for a more practical material design session
so that the teachers with various needs and expectations could change their beliefs
and improve their practices. She said that there was an actual need for discussing
how to prepare and use simple materials, encouraging brainstorming, and most
importantly encouraging sharing among the colleagues. She elaborated on this as

follows:

Considering the work conditions of much more teachers, there could
have been a focus on how to design materials by using very simple
things. Well, this might sound like a very simple topic, but material
development is really a broad area. As there were lots of teachers
together, they might have expressed different ideas. (Ada)

Classroom Management: The seminar had little impact on few teachers'

pedagogical beliefs regarding classroom management. They developed the belief
that they should be much more flexible during instruction, and that too much
noise did not mean that there was something wrong in the classroom. To illustrate,

one teacher elaborated on her beliefs as follows:

...Too much noise is not in fact a bad thing. Actually, 1 had already
known this, but people cannot implement this due to the fear of upper
management...At least, | can make an explanation [to upper management]
as | have seen it in the seminar in this way. (Cansu)
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As seen, the INSET seminar also encouraged some of the teachers to
develop reasoning for their classroom practices and deal with the potential
pressure of the school administration.

Here, it is important to note that most teachers stated that the session on
classroom management did not significantly contribute to their pedagogical
beliefs and pedagogical content knowledge due to the limited time allocated to it.
Moreover, they said that there was a lack of sufficient focus on actual problems
the teachers experienced in class. To illustrate, one teacher said:

It wasn’t very effective as it was given in two hours. Because it is
one of the problems that we face with a lot. We really experience
problems in classroom management. And, in a way, classroom
management is actually everything. Because how matter you get
prepared, if you can’t manage the class ....everything ends. (Defne)

Error Correction: The seminar had an impact on some teachers'

pedagogical beliefs regarding how they would correct spoken and written errors.
They either developed or intensified the belief that meaning was more important
than grammar, and errors were inevitable part of the language learning process.

To demonstrate, one teacher said:

...For example, sometimes students answer a question in the exam. But,
there might be some grammar mistakes in their answers. If I understand
the answer, | mark it correct. | refreshed this during the seminar, and
noticed once again that | should do like this. (Kuzey)

Similarly, one other teacher commented:

| used to get angry quickly when the students made a mistake. Now, |
believe that they cannot be perfect. So, | encourage them to speak more
as a result of the seminar. (Merve)

The teachers reported that the personal anecdotes and experiences shared
by the trainers and the faculty member during the seminar had an influence on
their beliefs regarding error correction. In line with this, those teachers also

developed the belief that use of self and peer correction rather than teacher
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correction would be more efficient. However, their beliefs regarding the use of

teacher correction did not completely change. To illustrate, one teacher said:

For example, when the students used "is" instead of "am" with "I", |
would immediately correct them. Now, whatever they say, | first listen to
them and | correct the mistake when they finish their sentences. (Ceyda)

Approach to Measurement and Evaluation: The INSET seminar had an

impact on the pedagogical beliefs of some of the teachers regarding their approach
to measurement and evaluation. In the first place, some of the teachers stated that
although they still paid attention to exam preparation including the use of various
visuals and different type of questions, they started to give less importance to test
scores especially in the lower grades as they found the test scores ineffective in
terms of revealing the actual competence of the students. The teachers said that
the discussions held during the seminar had an influence on their test score related

beliefs. To illustrate, one teacher said:

My beliefs regarding the evaluation of the language learning process
have changed. | mean, | started to pay less attention to the exam results.
We also discussed this in the seminar...In fact, | don't believe in the
necessity of exam in the lower grades. It doesn't show that students can
actually use the language. (Ada)

Secondly, the seminar had an impact on some teachers' beliefs regarding
the use of performance assessment. They developed the belief that doing the
performance tasks in class would decrease parental help, and increase student

involvement and performance respectively. To illustrate, one teacher said:

Actually, an inspector suggested doing the performance tasks in class.
But they [teacher trainers] also emphasized this in the seminar. | think we
will do those assignments together [with the students] in class. | believe
this will be more effective. (Selin)

It is important to note that those teachers’ beliefs regarding doing
performance assignment tasks in class rather than assigning them to home were

intensified in the long run. When the students started to do those tasks in class,
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there was an increase in their performance and participation, which intensified the
teachers' related pedagogical beliefs.

Next, the seminar had an impact on the pedagogical beliefs of one of the
teachers related to exam preparation. She developed the belief that adding a
guided writing component to the exams and providing a useful language box with
it could overcome the writing fear of the students and encourage them to write
without worry. She said that this idea was suggested during the writing session in
the seminar. The trainer also distributed a handout to show how the teachers could
do this, which was also observed by the researcher during the seminar
observation. Her beliefs were further intensified by her actual classroom practices.
To demonstrate, she elaborated on this as follows:

..l didn't use to ask writing questions to the students in the exam. |
thought that if | asked them to tell about themselves, they wouldn't do
it...Now, as far as | see there [in the seminar], | don't say "tell about
yourself”. | ask them to write something describing them. | give some
questions below it: What's your name? How are you? Based on each
class' profile, I prepare such kind of questions. (Defne)

4.4.2. Impact on Pedagogical Content Knowledge

The analysis of the transcribed interviews conducted with the teachers,
and observation fieldnotes taken during the classroom observations by the
researcher revealed that the INSET seminar had an impact on the pedagogical
content knowledge (PCK) of the teachers in the following dimensions: (a)
refreshment and update, (b) approval of practice, and (c) developing knowledge of
learners.

Refreshment and Update. All of the teachers involved in the study stated

that the seminar refreshed and updated their pedagogical content knowledge
regarding the language learning and teaching process though there were some
differences among the teachers in terms of the extent of impact of seminar on their
PCK. The teachers who graduated from the ELT departments compared the
seminar with their undergraduate coursework and stated that it held great
similarity with what they studied during the undergraduate studies regarding both

theoretical and practical components of language teaching. Similarly, two teachers
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who held a BA in English Language Literature said that the content of the seminar
was quite similar with that of the pedagogical formation courses they received.
Although the teachers believed that the seminar refreshed and updated their
knowledge and skills, some teachers still stated that the seminar was the exact
repetition of the knowledge and skills they developed during their undergraduate
studies except a few points, and there was not sufficient practice during the
seminar on the delivery of subject matter content to students.

The analysis of the interviews conducted with the teachers revealed that
most teachers considered the INSET seminar as a wake-up call in terms of
enabling them to reflect on their actual classroom practices and notice that they
had not fully implemented a communicative way of teaching due to some
preconceptions they had held. Moreover, the teachers stated that the seminar
contributed to the continuity of knowledge, and helped them to develop awareness
on where to start through the provision of the educational websites and tips. Some
of the representative comments about the impact of the program on PCK of the

teachers are as follows:

...We already knew [seminar content] them in theoretically. We had also
tried to use them. The difference is that: maybe tiredness or weariness
[for not implementing]. The seminar encouraged my implementation... It
was also important for me to bring my existing knowledge into front.
(Ada, emphasis added)

..It made me wake up. | said, what are you doing? Be careful!...It
reminded me what | knew about language teaching. | asked myself if | do
or could do these. Well, I started small, very small. I mean | was shaken.
Stop, what are you doing? Be a more active teacher. (Merve, emphasis
added)

As | said, the seminar was the repetition of the things | saw at my
university. | can't say that 1 saw something there from the rough. Well,
improvements, new activities to a small extent... but | remembered them
in the seminar. | had forgotten or couldn't allocate time in this turmoil.
This seminar reminded me this, and increased my implementation
opportunity. (Cansu, emphasis added)

It is also important to note that the departments the teachers graduated

from seemed to play a crucial role in what they thought about the contribution of
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the seminar. The findings revealed that there was no expressed difference between
the graduates of ELT and ELL in terms of the contributions of the seminar on
their pedagogical content knowledge. However, the findings further revealed that
the seminar had much more impact on the pedagogical content knowledge of two
teachers who graduated from the Open Education Faculty. These teachers stated
that they received sufficient theoretical knowledge while they were at the
university, but did not have equal chance to transfer that knowledge into their
teaching contexts as there was a lack of focus on transferable skills and practice
during their BA education. Accordingly, they believed that the seminar
contributed to their pedagogical content knowledge. To illustrate, one teacher
said:

We [graduates of his department]really had a good education in terms of
theory. Maybe we were better than the students of the normal education
faculties in theory, but we had a lack of practice....\We updated our
knowlege [in the seminar], and this is the first time | have realized the
purpose of teaching English since the day when | started teaching.
(Hakan)

Similar to Hakan, a few teachers also believed that the missing link
between the theory and practice in their applications was built during the seminar.
To illustrate, Defne, a graduate of ELT, was satisfied with being refreshed and
updated after three years of her graduation as she did not have any opportunity to
transform the knowledge and skills to the actual classroom settings while she was
a university student but she had her own classes now where she could implement

the refreshed knowledge and skills. She elaborated on this as follows:

...It [the seminar] reminded the BA curriculum and developed the 'l can
do this' feeling. When we were at the university, as we did not have any
materials, | mean, students, knowledge came and went theoretically. In
fact, this [the seminar] has been very useful... We could put it [the
seminar content] into implementation. (Defne)

Approval of Practice. Some of the teachers also regarded the seminar as a

kind of approval of their language teaching practice. In a way, it showed them

they were on the right path as language teachers. To illustrate, Kuzey said that he
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had already used some of the methods and techniques used or suggested during
the seminar, but it showed him that he was on the right path, doing the right

things. Similarly, one teacher said:

It was the repetition of the methods and techniques we gained in our
education or tried to use in our classes. Of course, approval of the
usefulness of these [ methods and techniques], being reminded of them,
and approval of the things that |1 had been trying to apply in class
refreshed us. (Ada)

Some teachers also stated that meeting and interacting with the English
teachers during the seminar, and sharing classroom practices showed them that

they were on the right path.

Developing Knowledge of Learners: Most of the teachers stated that the

INSET seminar encouraged them to develop awareness on their pedagogical
beliefs and classroom practices through engaging them in the self-reflection
process. In line with this, they empathized with the students in terms of how they
learned better, and this was mostly transformed into their teaching contexts. The
teachers stated that the activities they were actively involved in the seminar
enabled them to look at the language learning process from the students'
perspectives. To illustrate, one teacher stated that through these activities, the

following message was given:

...Remember! Actually, you were students as well. You were sitting at
these desks...It's difficult to sit at these desks. Enjoy [teaching] and your
child [students] will enjoy [learning] too. [Ceyda]

Some of the teachers also stated that the seminar enabled them to use
different strategies to deal with the misconceptions the students had regarding the
difficulty of the language learning process. To illustrate, most of the teachers
started to assure the learners that they would understand everything in time if the
medium of instruction was L2 after the seminar. Moreover, they used authentic
comprehensible videos and texts appropriate to the students' level to reorganize
their preconceptions about language learning.
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4.4.3. Impact on Actual Classroom Practices

The analysis of the transcribed interviews conducted with the teachers
and the classroom observations held in their classes revealed that the seminar
seemed to have an impact on their actual classroom practices in the following
dimensions: (a) use of L2, (b) use of a communicative way of teaching, (c)
measurement and evaluation practices, (d) material use and development, and (e)
focus on language skills.

Use of L2: Parallel with the changes in their pedagogical beliefs
regarding the L2 use, the teachers reported an increase in their L2 use in class in
the first interviews conducted with them, which was also observed by the

researcher in the short run. Some representative quotes are as follows:

| didn't use to speak English a lot in class before [the seminar]. Now | use
it more, and even this attracts the attention of the students. (Emre)

As a result of the seminar, I've started to speak English in class with a
percentage of 80. (Ceyda)

| used to speak Turkish more in class. Now, | force myself and students
to use English. (Merve)

I've directed my attention to encourage the students to use L2... | liked
the interaction there [the use of English during the seminar]. (Kuzey)

The teachers reported that they especially used L2 for classroom routines
and giving instructions, which was also observed by the researcher. They
supported the L2 use with mimics, gestures, and examples. To illustrate, one

teacher said:

| have started to use English especially starting with the lower grades.
Sometimes | code switch to Turkish.... They understand more now. I've
increased the number of examples to help them to understand it
[English]. (Merve)

Well, | thought that even if they [students] didn't understand [the lesson],
| should speak English using body language, mimics, etc., and | do that
now. | try to speak English as much as possible. (Defne)
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However, when the teachers thought that the students did not understand
the lesson, or they experienced some classroom management problems, they code
switched to L1, which was also noted during the classroom observations. To
illustrate, two teachers said:

... If the children [students] don't understand English, | use Turkish.
Because they don't understand it. (Ceyda)

When the class is very crowded, | immediately code switch to Turkish.
(Merve)

..Of course | used to speak English, but | pay extra attention to it now. |
mean | try to use it more, but if I don't see any light in any student's eyes,
| use mimics to be understood. If it isn't still understood, | use their
mother tongue. (Ada)

It is important to note that some teachers stated that the use of L2 would
work better in the 7" and 8" grades compared to the lower ones based on their one
week initial use of L2 in class. However, the analysis of the second interviews and
classroom observations revealed that on the contrary to their expectations, the use
of L2 worked better in the lower grades, which resulted in different use of L2
among the grades. In the long run, the teachers mostly reported that they
increasingly used L2 in the lower grades, which was also observed by the
researcher. By way of illustration, three teachers reflected on their actual

classroom practices as follows:

| mostly use English in the 4™, 5™, and the 6™ grades. (Emre)

I've started to speak English more. There has been a, let's say, 90 percent
of increase [in my English use] in the lower grades. (Ceyda)

| use English with a percentage of 80 in the 4™ and 5" grades...but, I
have to use more Turkish especially in the 7" and 8" grades. (Defne)

However, the teachers stated that they started to use mostly L1 in the 7"
and 8" grades. Some teachers also stated that they completely preferred L1 in the

7™ and 8" grades resulting from the negative attitudes of the students to L2 use in
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the long run, which was also observed by the researcher in the long run. Some

representative comments are as follows:

The upper grades are not interested in lesson. As the grade level
increases, the interest level of the students to English decreases. (Merve)

Frankly speaking, | didn't use English in the 8" grades and I use little
English in the 7™ grades. Because students are not used to it. The
teachers before me hadn't used it either. .. They are used to a certain
system. The 8" graders don't like English. They tell me this. (Emre)

| try to encourage them [7™ and 8" graders] to use L2...Sometimes | force
them, but I am not always successful. | can't always do it...I translate

them [sentences] into Turkish, but this bores them. If they don't
understand, they don't like your lesson. (Kuzey)

The teachers reported that there were two main reasons underlying the
negative attitudes of the students regarding the L2 use and even the use of
communicative way of teaching. In the first place, they said that 7" and 8" grade
students had SBS related concerns. That is why, they expected the teachers to
teach the lesson in L1 through lecturing. Apart from the negative attitudes of the
upper graders to L2 use, some teachers stated that the use of L2 especially in the
upper grades was not welcomed by the parents as they claimed that their children
did not understand anything when the teacher spoke English. The pressure seemed
to be higher in the schools with medium and high socio-economic status. To

demonstrate, two teachers said:

...Some parents came and told that | continuously spoke English in class.
They said that the children didn't understand me. (Ceyda)

Reflecting on their instructional practices regarding the L2 use, two
teachers stated that the reason why they started to use less or none English in the
upper grades, or why they immediately code switched to L2 when they faced a
problem was resulted from the ineffective seminar practices. They said that
although the trainers suggested the use of English in class during the seminar,
there was a lack of focus on how to use L2 in class. By way of illustration, one

teacher said:
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How to make the students speak English. This was missing in the
seminar. We had a speaking session but it just encouraged us to use it.
(Merve)

Use of a Communicative Way of Teaching: In the first interviews

conducted with the teachers, they reported that they started to adopt a more
communicative way of teaching in class as a result of the seminar, which seemed
to be parallel with the changes in their pedagogical beliefs. They initially reported
an increase in the use of games, songs, and information gap activities, which was
also observed by the researcher in the long run as well. Some representative

quotes are:

| firstly used games. Actually, when | came back to school, the students
asked me where | had been for a week. I told them "Children, I came
with the games”...I didn't tell them anything about the seminar, but
showed what | had learned there, and what our teachers [trainers] had
shown to us. And they [students] told: "That must have been a good
seminar.” (Defne)

| use visuals, games, songs now, but I used to use only the CD of the
course book and focus on only the course book as it is the curriculum.
Now, | teach different things and use different materials. (Emre,
emphasis added)

| started to teach more songs especially in the 4™ grades. | especially
started to teach English through games. (Selin)

The teachers reported that they initially tried out short activities they
found motivating and enjoyable. To illustrate, they tried out a few warmers and
icebreakers used in the seminar by adapting them to their own teaching contexts.

To illustrate, one teacher said:

I used warm up activities that I hadn’t known, heard, but learned during
the seminar....I preferred the activities that could be suitable for the level
of my students, attract the attention of the students, or make the topic
more refreshing and enjoyable as | had the lower grade students [6™
grades]... (Cansu)
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Besides this, they stated that they used activities which they thought
would increase active participation of the students in class such as drama and
hands-on activities (e.g., preparing a poster). While conducting the activities, they
generally preferred pair and group work activities in the short run and made some
adaptations if necessary, which was also observed during the classroom
observations conducted by the researcher. Some teachers also reported that they
used some internet sourced activities as well. One teacher commented on the

differences in her teaching style as follows:

I was influenced from different activities/materials that could be done
with very simple things...I mean, you think about this [after the seminar]:
how can | adapt this activity to this topic? ... Well, what we did there
became a model for us. (Ada)

However, some teachers also stated that they spontaneously used the
activities. One teacher elaborated on this:

Frankly speaking, I'm not conditioned to implement it [knowledge and
skills gained through the seminar] directly, but, when | teach a topic,
when the occasion arises, | use it. (Kuzey)

In the second interviews conducted with them, the teachers stated that the
use of a more communicative way of teaching and an increase in the use of L2
resulted in an increase in the participation and motivation level of the 4", 5™, and
6™ grade students, though they said that the change was more evident in the
former two grades. This was also observed by the researcher during the classroom
observations as will be discussed within the heading of 'impact on students' in this
chapter. However, the teachers stated that when they used communicative
activities in the 7" and 8" grades, most of the students developed negative
attitudes to the lesson, which resulted in some classroom management problems.

As seen, the teachers perceived a change in students' attitude and
achievement level as a result of their classroom practices, which seemed to have a
reciprocal impact on their pedagogical beliefs, and long run applications in turn.

In line with this, they reported that they continued to use some communicative
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activities, and preferred games, songs, and information gap activities such as role
plays in the lower grades. Moreover, they stated that they started to use more
group and pair work activities with those grades. However, the teachers started to
use fewer or none activities in the 7" and 8" grades, and preferred individual work
activities in the long run due to the negative attitudes of those grades to English.
Few teachers also stated that even if they used a communicative way of teaching
in class, they summarized the lesson through the test techniques due to the SBS

concerns of the students. For example, one teacher said:

...We prepare activities, use them, students participate in them...But, they
do all the review with test techniques...I mean they expect me to do
this...everything is tied to SBS. (Ada)

The perceived changes in students' achievement level in grammar
resulted in most teachers' teaching grammatical concepts through lecturing.
However, although they used lecturing, some of them were observed to use
elicitation and few communicative activities to check the understanding of the
grammatical concepts. The way some teachers taught grammar seemed to change
based on the complexity of the grammatical topics. They said that they especially
used direct method to teach the abstract concepts while they preferred a more
communicative way of teaching to teach the concrete ones, which was also

observed by the researcher.

...There are times that | write rules on the board and teach the lesson. If |
say that | don't do this, I will misguide you. | especially use it with
difficult topics. For example, simple past tense is difficult to teach. Well,
comparatives, superlatives are easier...] could use more visuals to
contextualize them. (Cansu)

The qualitative analysis of the second interviews and classroom
observations revealed that although the teachers articulated a change in their
pedagogical beliefs about the effectiveness of the use of constructivist teaching in
their classes, some teachers reported a decrease in the use of communicative
activities and L2 due to the aforementioned reasons. Besides this, they were

observed to continue to use some techniques which were within the paradigm of a

182



teacher centered methodology. To illustrate, some teachers wrote at least 15
vocabulary items with their Turkish equivalents on the board and had the class to
repeat it after the students wrote the vocabulary items on their notebooks. Reading
aloud and translation were among the other techniques.

The teachers, whether they reported a decrease or an increase in the use
of constructivist teaching, regarded the biggest barrier to their implementation as
ineffective seminar practices. In the first place, they considered the lack of
seminar planning as a problem. They said that they were called upon the seminar
on the last working day of the week, and were not given any information on the
seminar program, which caused them to develop negative attitudes to the seminar.
To illustrate, one teacher said:

There could be things that you've planned...Well, having some pre-
information on the program, or at least some of the things that will be
done there makes you more motivated. (Ada)

Next, as the seminar was conducted during the school period, they said
that they stayed one week away from teaching and their students, had to deal with
unmotivated students, fell behind the pacing, and had to rush later. In line with
this, they said that it would have been better to conduct a longer seminar in
September or June, and limit the contact hours to 3 or 4 to increase the

transformative knowledge and skills. To illustrate, some teachers said:

As we went there for one week, we left behind the pacing for two units.
We rushed up later. ...I mean it's important to arrange the timing of the
seminar... If the seminar is given us in the September or June, they could
also show us how to prepare PowerPoint presentation on computers
(Ceyda)

If it hadn't been hold during the school period, it would have been better.
One week means 25 hours of instruction to me. They [students] lose their
motivation in one week...(Defne)

Some teachers also said that the trainer competencies had an impact on

the knowledge and skills they developed. To illustrate, two teachers said:
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There were trainers who contributed to me and my colleagues a lot.
However, there were also those who were motivated and competent in
their field but were not as successful as the former ones in delivering
what they knew....For example, pronunciation is very important to me. If
the pronunciation of the person is good, it attracts me. We learned that
she [one of the trainers] graduated from a well known university through
the icebreaker activity. She talked about her achievements...but her
pronunciation surprised me. She was speaking Turkish English. (Cansu)

It is quite easy to transmit what's written in a book -English Language
Acquisition book- sentence by sentence to the teachers. [He told this to
state that the trainers could speak English fluently as they memorized the
things that they taught.] (Emre)

Most importantly, most teachers, even some of those who stated that the
seminar woke them up and/or made a difference said that it did not have any
significant effect on their general teaching approach to language teaching and
learning. They said the focus on theory was much more than that of practice
during the seminar. Accordingly, they said that although the seminar refreshed
and updated their knowledge and skills, they could not significantly enhance their

actual classroom practices. Two representative quotes are as follows:

The seminar was mostly in the form of lecturing...It for sure, contributed
to me in theoretical knowledge. In implementation, it didn't have a
perfect contribution as it did in theory...The techniques that were
presented were overloaded with unknown vocabulary, descriptions. They
weren't the things that we could apply in primary even secondary school.
(Kuzey)

It [the seminar] was theory loaded. They didnt show many
applications...For example, if it is grammar [session],...how to teach a
grammar point to the 4™ grades, how to teach it to the 8" grades, how
much time should be spent, is there a need for too many exercises...I
mean | would like to have had such a detailed seminar. (Merve)

Besides this, one teacher said that some of the activities suggested during

the seminar were not realistic to be used in class. He said:

Some of the suggestions were not realistic. For example, one of the
trainers said that she had prepared the drama of the Red Riding Hood in
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eight weeks and video recorded the drama. If we spent eight weeks on
the drama of the Red Riding Hood in our schools, we will have five
weeks left. Four weeks go to examinations. One week is for ceremonies
or holidays, and nothing is left. (Emre)

Next, in line with the ineffective seminar practices, the teachers regarded
the course books as a barrier to their implementation. They said that the course
books written for the 7" and 8" grades were overloaded with long texts, high level
vocabulary, and uninteresting texts. The analysis of the textbook related
documents seemed to prove this. Even some of the teachers who stated that they
developed less textbook dependence as a result of the seminar seemed to consider
the textbooks as a problem in terms of adopting a communicative way of teaching

in class. To illustrate, one teacher said:

What was told to us during the seminar and how we hold our lessons are
incompatible with each other in terms of the textbooks. I mean there's
nothing we could apply in the books. For example, Spot on. Okay, it has
listening texts, dialogues, but not in an enriching way. It's too
shallow...The number of the units is very high....The examples in the
books are not sufficient...The reading texts are too long and don't attract
the attention of the students... (Emre)

The teachers also believed that the seminar was insufficient in terms of
enabling them to make adaptations in their textbooks. They stated that there
should have been a detailed focus on how to use the materials or activities in the
course books. Reflecting on the textbook related problems and concerns, one

teacher stated that:

My suggestion for the next seminar is that: They first should do this.
Activities that are compatible with our textbooks. And most teacher don't
know how to use the textbooks. For example, there are listening sections.
Teachers do the listening once. (Emre)

Measurement and Evaluation Practices: Some teachers reported that the

seminar had a little impact on their measurement and evaluation practices. Firstly,
parallel with the changes in their pedagogical beliefs, some teachers stated that

they started to make the students to do the performance tasks in class rather than
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assigning those tasks to home. They reported that this practice decreased the
parental help and increased student participation in the long run. To demonstrate,

two teachers said:

| told the students the things that they should bring to the classroom. |
mean, crayons, A4 paper, cardboards, whatever they bring...They brought
the materials. They did it [the performance task] themselves...It was more
different [than the ones she had assigned before the seminar]. Of course,
the others were more beautiful. The ones parents had done, but as these
were their [students'] own products, | gave higher grades. (Selin)

They [4™ and 5™ graders] did the tasks by themselves and produced very
good work. So, there was an increase in both their attitude [to L2] and the
scores that they received. (Ada)

This was also observed by the researcher in one of the classroom
observations where the students produced traffic signs using cardboards and
crayons. They seemed to enjoy the lesson as they worked with their friends and
showed their outputs to each other. Secondly, one teacher stated that she started to
include a writing section in the exams parallel with the changes in her beliefs
regarding the use of a writing component in exam. She asked the students some
questions based on the level of the classes. She said that the students started to
write something in English, and elaborated on her instructional practice as

follows:

When they answer the questions, they unconsciously write something,

but think that they answer the questions. | believe this is quite useful.

(Defne)

Here, it is important to note that most teachers stated that the seminar did
not have a significant effect on their overall measurement and evaluation
practices. They said that the session on the measurement and evaluation was too
theoretical and terminological, and did not contribute a lot to their actual

classroom practices. To illustrate, one teacher reflected on that session as follows:
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| didn't understand anything from the measurement and evaluation
session. It wasn't useful. I mean, I didn't understand how we would
evaluate the students' performance. (Merve)

Material Use and Development: The teachers stated that the seminar had

an impact on their actual classroom practices regarding material use and
development, which was also observed by the researcher in the long run. To begin
with, they expressed an increase in their use of visuals aligned with the textbooks.
Consistent with what the teachers said about the material use, the analysis of the
classroom observations revealed that the teachers used various materials, such as
flashcards, PowerPoint presentations, and realia [e.g., use of spray bottles, soap,
and milk to teach the concept of states of matter] to foster the language learning
process. To be specific, some teachers said that they started to use more flashcards
in class. They mostly preferred student-generated materials such as traffic signs,
mathematical signs (e.g, minus, plus), which they said was suggested during the
seminar. There was also one teacher who started to color the black and white
print-outs to attract the attention of the lower grade students. Some teachers also
stated that they started to either draw a picture of a vocabulary item or asked the
students to draw a picture on their notebooks to increase the retention of
vocabulary, which they said was a result of the seminar.

Next, some teachers stated that they started to use PowerPoint
presentations, which was also observed in two teachers' classrooms. The teachers
used the PowerPoint presentations to review what they had covered in a specific
unit or units. Among the activities they used through the PowerPoint presentations
were interactive games, puzzles, and stories which included the element of
information gap, and seemed to increase the motivation level of the students. In
line with the increase in the use of PowerPoint presentations, the teachers also
reported that they started to use the IT class with an increasing frequency as that
class included a projector and a sound system. The analysis of the observational
fieldnotes revealed that although the students seemed to enjoy the lesson when the
PowerPoint was used as a material, some of the information written on the slides
were either above the level of the students or there was too much new information

on the slides. To illustrate, one of the teachers used a PowerPoint presentation to
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review the vocabulary items related to the foods in a 4™ grade class. Although
there were approximately 10 vocabulary items covered in their books, the teacher
used a PowerPoint presentation introducing a number of new vocabulary items
about foods while reviewing the lesson.

Speaking of the worksheets used in the exam, the teachers said that they
did not use any worksheets used in the seminar as worksheets were mostly used to
check the understanding of the theoretical concepts delivered in the seminar. The
teachers stated that they found the handouts and worksheets ineffective in terms of
enhancing their actual classroom practice. To illustrate, some teachers said:

There were some worksheets [in the seminar] and | thought that I was
having an exam. ...Long matching [activities]...You understand the topic,
but there were some unknown vocabulary..We asked those vocabulary to
the trainers...We didn't like the handouts a lot....There was no need to
explain the methods [content of the session] like that.. (Ceyda)

Some teachers also stated that they made use of the materials they
received as soft copy from the teacher trainers, which helped them to overcome
the difficulty in searching materials on internet and adapting them. While using
those, two teachers stated that they made adaptations based on the level of the
students (e.g., simplifying the tasks), the school facilities (e.g., using a personal
laptop instead of a projector), and students’ interests and daily lives (e.g., use of
texts including animals and football instead of badminton and ballet). At this
point, the teachers stated that the frequency of the material use in classroom was
closely related to the facilities of the school. Most teachers reported that there was
a lack of equipment in their schools. To illustrate, they said that they were not
able to sufficiently make use of the photocopiable materials due to the lack of
toner. Although they mostly supplied their own materials, the lack of equipment
became a problem for them.

Some teachers also stated that they were planning to use the practical
materials suggested during the seminar such as 'washing line' and 'voice bomb' in
the first interviews conducted with them, and one of these teachers tried out a

practical idea suggested during the seminar by making some adaptations. She used
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a washing line and clothes pin to hang the visuals in the classroom, which seemed
to attract the attention of the students.

The impact of the seminar on the personal and professional growth of the
teachers seemed to have an effect on the materials they used in class as well. To
illustrate, parallel with the impact of the seminar on his personal and professional
growth, one teacher stated that he had subscribed to an English newspaper to
improve his language skills. He later started to use the graded photocopiable
materials given by the newspaper on a daily basis to improve the reading skills of
the students, which he said that was favored by especially the lower grade
students.

Focus on Language Skills: The teachers stated that the seminar had an

impact on their actual classroom practices regarding teaching four main language
skills. To begin with, some teachers reported a change in how they taught
listening. They said that they started to teach listening more effectively and started
to use slow and more comprehensible listening texts compared to the previously

used fast texts. To illustrate, two teachers said:

If you've noticed, this [listening text] is more understandable. The others
[the listening texts she used before the seminar] were very fast. They
[students] didn't understand a lot. (Defne)

I've already used the listening activities [in the textbooks], but I try to use
them more effectively now... (Ada)

Few teachers also reported that the seminar increased the variety (e.g.,
role play, sentence formation) and number of the post listening activities they

used in class. By way of illustration, one teacher said:

After the students listened to the texts, | did sentence formation or role
play activities, and got positive results [after the seminar]. But it doesn't
have a retention rate. They [students] should be exposed to it [the new
way of teaching] a lot. (Emre)
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It is important to note that few teachers stated that a lack of equipment
was a barrier to their use of the listening texts in class although they articulated a
change in their pedagogical beliefs. To demonstrate, one teacher said:

We need more materials. For example, we don't have an English class.
We have only one tape recorder, and it is used on first comes, first served
basis. (Merve)

The seminar had an impact on most teachers' actual classroom practices
regarding how to teach speaking. Although it did not have a significant impact on
use of communicative activities, most teachers still stated that they started to try
out or use some speaking activities in class, which was also observed during the
classroom observations held by the researcher.

As for the writing skill, although the teachers reported a change in their
pedagogical beliefs regarding teaching writing, they stated that they did not make
sufficient use of writing activities in class. The analysis of the observation
fieldnotes showed that some teachers assigned the writing parts in the textbooks
as homework, which they associated with the time constraints and lack of focus

on these skills in the seminar. For example, two teachers shared:

| can't say that it [the seminar] has contributed to my writing skills. We
don't have any time left for writing in this curriculum. (Emre)

| can't apply everything because writing and reading sessions were not
too detailed. (Merve)

When it comes to the teachers' after seminar practices regarding teaching
reading, most teachers said that they had already efficiently used reading in class.
Only one teacher stated that she started to use the reading stages more efficiently,
which was observed in her lessons as well. However, it is important to note that
some teachers were observed to continue to use some traditional techniques while
teaching reading such as reading aloud and translation as reading techniques. In
line with this, they said that the seminar did not have sufficient impact on their
reading skills as it was theory and terminology loaded. By way of illustration, one

teacher commented:
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For example, instead of explaining us what reading was for three hours,
they could have given more activities. There weren't sufficient activities.
(Ceyda)

4.4.4. Impact on Personal and Professional Growth

The analysis of the transcribed interviews held with the English teachers
and the observations conducted in their classes by the researcher revealed that the
seminar had a profound impact on the personal and professional growth of the
teachers. The teachers stated that the INSET seminar resulted in (a) increased job
satisfaction and motivation, (b) increased confidence and self-efficacy, and (c)
increased willingness for professional growth, each of which will be dealt with
separately below.

Increased Job Satisfaction and Motivation: The teachers involved in the

study reported a substantial increase in their job satisfaction and motivation which
was initiated through the self-reflection process. Some of the teachers stated that
the change in their pedagogical content knowledge and their pedagogical beliefs
had a role in increasing their job motivation and satisfaction as represented with

the following quote:

... For example, the lessons before the seminar did not seem to finish or |
don't remember laughing in the lessons. I mean this happened rare, such
kind of enjoyable things. But, now, I really teach the lesson getting much
more satisfaction. Well, they [students] also get happy. When they are
happy, | also become happy. (Defne)

It is also important to note that reflecting on the current language
practices and trying to find an alignment with the practices and the seminar
content increased job motivation of some teachers. The self reflection process
showed that those teachers were on the right path, doing the right things. To

illustrate, one teacher said:

...Approval of what you do or at least what you try to do refreshed me or
boosted my declining energy, increased my enthusiasm. It made me to be
aware of the job | had been doing once more... I thought I’ve made a
good job selection. (Ada)
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Furthermore, most of the teachers, despite the year of experience, stated
that applying the knowledge and skills in their own classes and getting positive
feedback from the students triggered their job motivation in the long run. Some of
those teachers mentioned that as their motivation increased, they also tried new
things in their classes and developed their pedagogical content knowledge
respectively.

Apart from all these, the teachers said that increased job motivation
enabled them to deal with self-excuses regarding the implementation of the
knowledge and skills, such as lack of language proficiency of the students.
Moreover, increase in the level of job motivation encouraged some of the teachers
to pay much more attention to lesson delivery. To illustrate, in her first interview,
one teacher said that she bought a laptop when she discovered that almost all the
English teachers in the seminar used a laptop for private and classroom use.
Moreover, the use of computers to display visual images during the seminar

encouraged her to do the same for class use. She said:

I became much more active. | started to develop my computer skills. |
mean just for doing something for my children [students]. (Merve)

One other contribution of the seminar was meeting and interacting with
colleagues, getting socialized, and having personal sharing, which increased most

of the teachers' job motivation. Some of the representative quotes are as follows:

Knowing how many English teachers are in Konya, even how many you
are there is a different motivation for people. (Ada)

...Being with the English teachers there, being with my colleagues has
increased my motivation and confidence. ...I even met with my friends
from university. At least, we discussed about our schools, courses,
students... Even getting the answers of those [questions about the
schools], comparing the schools help you [teacher] gain something.
(Kuzey)

| had the opportunity to meet the other English teachers living in my city.
I remembered my social life at university...Work life limits people. |
think it was good for getting socialized. (Cansu)
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Increased Confidence and Self-Efficacy: Most of the teachers also

reported having a higher sense of confidence and self-efficacy as a result of the
INSET seminar. It is important to note that even some of those teachers who did
not significantly apply the knowledge and skills into their training practice
reported an increase in the level of self-confidence. The encouragement of the
teacher trainers and faculty members played a crucial role in this. Two of the
representative quotes regarding the impact of the seminar on the self confidence
of the teachers are as follows:

...It developed my self confidence. We used to consider ourselves weak.
We had been like this for a long time. But, even a few sentences uttered
in the seminar by the trainers made me relaxed. That's why, 1 go to class
more confidently and could teach better. (Hakan)

...Iit increased my confidence and courage to do something in class.
(Bora)

It is interesting to note that as some of the teachers implemented the
knowledge and skills gained through the INSET seminar, they saw the difference
and felt refreshed, developing a sense of accomplishment. In line with this, they
reported having a higher sense of confidence, self-efficacy and self concept as an

immediate impact of the seminar as represented with the following quote:

Actually, you gain self esteem. | mean as you know where and what
you're going to do in a lesson. Well, I used to have concerns before
entering the class such as if it was going to be an enjoyable lesson, if it
would be boring, or was it correct. But, from now on, it is certainly
different as | have confidence about what | do. Yes, it is correct to do this
or | shouldn't do this. Frankly speaking, my posture in class has changed.
(Defne)

Increased Willingness for Professional Growth: Almost all of the

teachers stated that the seminar enabled them to develop willingness for
professional growth in a number of ways. To begin with, some of the teachers
stated that being engaged in the self-reflection process revealed that they had a

lack of language competence, which was a barrier to their actual classroom
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practices and attendance to staff development events. By way of illustration, one
teacher said:

I mean, honestly, we [teachers in the seminar] spoke English, but with
simple words. We couldn't say everything that we thought. I mean, |
couldn't say. | felt embarrassed. That's why we sat silently [in the
seminar]... Everyone was at the same level...l also got upset because how
can | say, we were desperate in that seminar. (Merve)

On the other hand, some other teachers stated that they would like to
develop their written and spoken English competence to get much more
satisfaction in teaching English and refrain from forgetting their existing
knowledge as they used both Turkish and English in instruction. Whatever the
case, whether the teachers felt incompetent or competent in language use, the
seminar encouraged them to improve their competence in the use of L2 in the
following ways: reading English books and online news, listening to the audio
books, studying for KPDS and an entrance exam for an MA program, subscribing
to an English newspaper, and most importantly using L2 actively in class. To
illustrate, one of the teachers said that he had good pronunciation skills, but had
problems with fluency. Accordingly, he started to listen to the audio books in L2
not only in his field but also in other areas to improve his language skills. He

highlighted the contribution of the seminar as follows:

At least, |1 have started doing this [after the seminar]. | have been
listening to the electronic books now. Audio books... My field and
different fields. Not only teaching. We have already known the
theoretical dimension of the work. We should develop ourselves. The
only sentences we make are: going to cinema, playing football. It
shouldn't be limited to this. (Emre)

Now, | try to use the language | try to teach [English] more. Both in and
out of the classroom...For example, | read books more. | mean, | choose
English books to read...internet, newspaper, etc...(Ada)

The teachers mostly stated that the use of L2 during the seminar as a

medium of instruction, encouragement of the teacher trainers and faculty members
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regarding the use of L2 in instructional practice, and the personal anecdotes and
life experiences they shared with the teachers significantly contributed to teachers'
increasing need and desire to use L2.

The second reason why the teachers developed a need for continuous
staff development was related to their actual classroom practices and profile of the
students. Some of the teacher trainers stated that they would like to be teacher
trainers as they admired the teacher trainers’ use of L2 during the seminar.
Moreover, these teachers developed the belief that they would not experience any
classroom management problems if they became teacher trainers as their audience
would be English teachers instead of unwilling and problematic students.
Moreover, they believed that being a trainer would contribute them a lot as
represented with the following quote:

During the seminar, when we asked just for curiosity, the trainers made
an explanation to us. We got happy that we could be [trainers]...This
would add a color to my life. Plus, | would see my plusses and minuses. |
would find the opportunity to develop myself. I would meet with
different people. (Cansu)

Next, although the teachers stated that the seminar held a number of
weaknesses such as use of lecturing and over emphasis on theoretical knowledge
in some of the sessions, they said that this seminar was quite different than
previously held traditional seminars, and they would like to attend new seminars
if the drawbacks of this seminar were dealt with. Some of the teachers also
developed a desire to be involved in projects, which they indicated in the formal
interviews and informal talks conducted with the researcher. They said that being
involved in projects was introduced in one of the sessions. The researcher also
attended that session where the trainer gave some information on funding for in-
service teacher education programs and projects. It is important to note that
provision of this information was not a part of the INSET content. The trainer
interviewed said that what the teachers actually needed was such kind of
knowledge and practical sessions instead of a heavy focus on theory, and that was

the reason he informed the teachers about the funding opportunities.
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4.4.5. Impact on Students

The qualitative analysis of the transcribed interviews held with the
English teachers showed that the teachers perceived a change in their students'
attitudes to English and achievement level, which was further supported by the
classroom observations.

Impact on Attitudes to English: The teachers indicated that when they

started to use more English in class and made use of the communicative activities,
there seemed to be an increase in the motivation of the especially lower grade
students. They seemed to enjoy the lessons and wanted to participate in the
communicative activities such as games and role plays, which was also observed
by the researcher during the classroom observations. As the lower grade students
developed positive attitudes to the lesson, the teachers started to employ a more

communicative way of teaching in their classes. To illustrate, some teachers said:

The students [lower grades] are more enthusiastic now.... They enjoy the
lesson! Classes are more enjoyable for them... | noticed that the students
who don't participate in lesson when traditional methods are used are
more willing with the new way of teaching. (Emre)

| easily implement this in the 6" grades. ...The 6™ graders are more
willing and it's easy to apply the activities there. [ He does not have any
4™ and 5™ grade classes] (Kuzey)

I noticed that the students who don't participate in lesson when traditional
methods are used are more willing with the new way of teaching. (Emre)

However, the teachers stated that when they used communicative
activities, most of the 7" and 8" graders, developed negative attitudes to the
lesson, which resulted in some classroom management problems. They believed
that traditional schooling experiences of the upper grade students, their SBS
related concerns, and puberty were among the reasons why those students
developed negative attitudes to the lesson when English and communicative
activities were used.

Firstly, the teachers said that as the upper graders were more accustomed

to traditional schooling compared to the lower ones, they displayed negative
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attitudes when a communicative way of teaching was employed in their classes.

To demonstrate, some teachers said:

The activities did not attract the attention of the 8™ grades...Just because
of habit. They've learned English through direct teaching. When | used
different materials, it didn't attract their attention. | was even criticized as
| used them. They are used to lecturing... (Bora)

...I can't use the activities that I use in the 4™ 5" 6" grades in the 7" and
8" grades. Well, they sometimes make fun of this. For example, I
experienced something in the 7" grades We have a topic called emotions
and thoughts. | was changing my facial expression. I mean what is this?
what is that? All of a sudden, they burst into laughers. it took me five
minutes to make them stop. | mean, the students are not used to this.
When they see a teacher with different gestures and mimics, they all start
to laugh. Or I asked them to show how an angry person looked like.
When a child shows it, the others make fun of him... (Defne)

Secondly, the teachers stated that upper grade students' SBS oriented
concerns caused them to develop negative attitudes towards the lesson. They said
that as the SBS was reading and grammar oriented, the students expected them to

teach the lesson through lecturing. To illustrate, two teachers said:

The 8™ graders are more exam oriented as they take SBS. How many
correct answers | have done, how many wrong answers | have. They
think like this. (Kuzey)

They [7" and 8" graders] say that “Teacher, there are 10 or 15 questions
in SBS [about English]. Why do we study [English]? (Defne)

One other implementation problem reported by the teachers was pubety.
They said that especially the seventh grade students had some concentration
problems and were easily bored during the lesson. One representative quote is as

follows:

7" and 8" graders find the activities [games, vocabulary activities, etc]
easy in terms of their level...These students cannot concentrate on
anything. | do different activities with them. (Emre)
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Impact on Achievement: The teachers said that the changes in their actual

classroom practices had an impact on the achievement level of the students as

well. In the first place, some teachers stated that the use of communicative

activities and L2 increased the communicative competence of especially the 4™,

5" 6™ grade students and encouraged them to speak English even if they made

mistakes. To illustrate, one teacher said:

As we use the computers and they see the native speakers [on videos],
their pronunciation has improved. They are more willing to participate in
the lesson as we use games. Before the seminar, when | wrote something
on the board and asked the students to talk about it, the students produced
limited ideas... (Emre)

The teachers also stated that the use of a communicative way of teaching

increased the retention rate of vocabulary. Few teachers also reported an increase

in the vocabulary sections of the exams, which they associated with the changes in

their classroom practices. By way of illustration, one teacher commented:

For example, they even learned the vocabulary items that | hadn't taught.
Just hearing from me.. When they don't understand what | say [in
English], I say it in Turkish and they understand it. Even if they don't
know how they [vocabulary items] are spelled, they know how to
pronounce them. (Selin)

It is also important to note that some teachers reported a decrease in the

comprehension and retention level of grammar skills of the students. Few teachers

also said that the students displayed low performance in the grammar section of

the exams. To demonstrate, one teacher said:

He said:

It [use of a communicative way of teaching] contributed [to the students]
in terms of speaking but there has been a decrease in vocabulary and
grammar loaded exams....I don't care the decrease in their test scores.
There might be a decrease for now but if we continuously use it in class
instead of memorizing the vocabulary, they will not forget them. (Emre)

He further associated the decrease in grammar with traditional schooling.
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Repetition is very important in our education system. Students are used
to this. They are used to writing and memorizing vocabulary. When this
changes, | mean as we apply differently, it becomes a problem. (Emre)

All things considered, the seminar had an impact on teachers'
pedagogical beliefs, pedagogical content knowledge, actual classroom practices,

personal and professional growth, and students in a number of ways.
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CHAPTER V

CONCLUSIONS AND IMPLICATIONS

"Would you tell me, please, which way | ought to go from here?"

"That depends a good deal on where you want to get to," said the Cat.

"I don’t much care where ..." said Alice.

"Then it doesn’t matter which way you go," said the Cat.

"..s0 long as | get somewhere,” Alice added as an explanation.

"Oh, you’re sure to do that," said the Cat, "if you only walk long enough."
(Lewis Carroll, Alice in Wonderland)

The present study aimed to investigate the impact of an INSET program
designed through a cascade training model by the MoNE on English teachers and
their actual classroom practices. This section presents the conclusions of the study
with regards to the connection of planning, implementation, and evaluation
aspects of staff development to that of impact. In line with this, the discussion
section presents the effective and ineffective principles of staff development
processes that are likely to create an impact on teachers and their instructional
practices. It also focuses on the differences among the teachers in implementing
the learning experiences they gained in staff development. The chapter concludes

by the discussion of implications for practice and further research.

5.1. Conclusions

Understanding the impact of a staff development program on teachers
and their actual classroom practices requires a detailed analysis of how this
program is planned, implemented, and evaluated. In line with this, the present
study focused on planning, implementation, evaluation, and impact of a local

INSET seminar designed through the cascade training model with an aim to
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investigate the connection of the first three aspects to that of impact. The results
indicated that the first three aspects of staff development seemed to have a
profound impact on teachers' pedagogical beliefs, pedagogical content knowledge,
actual classroom practices, personal and professional growth, and students. These
five levels of impact seem to interact with each other based on the effective and
ineffective staff development processes. The results also indicated that
characteristics of the teachers (teaching experience and gender), their self-
concepts, motivation, and the pre-service teacher education programs they
attended seemed to play a role in this interaction process although the contexts of
the schools in which they worked did not seem to have an impact on their after
seminar practices. Figures 5.1 and 5.2 demonstrate the networks of effective and
ineffective staff development processes, respectively. Arrows leading to the boxes
describe the relation between the processes, which will be discussed in detail next.

5.1.1. Reflections on TTPs: What Worked, What did not, and Why?

Planning has been thought of as a key factor in any staff development
program in terms of increasing its success and sustainability. It includes anything
that happens prior to the implementation of the program. As INSET seminars
adapting the cascade training model were organized upon the completion of the
TTPs, it seems to be inevitable not to regard the TTPs within the heading of
planning. In line with this, this section presents and discusses the TTPs as a part
of the planning stage of the local INSET seminars.

The first stage of the cascading started with selecting a group of English
teachers who would be the first generation teacher trainers (FGTTS) upon the
completion of the TTP, and cascade their knowledge and skills to other English
teachers all around Turkey. Villegas-Reimers (2003) states that "careful attention
must be paid to the planning of such a programme and process, and to the
selection of the first generation. This can continue effectively for up to three
generations™ (p.115). However, the results of the study indicated that there was a
lack of planning regarding the selection of the TTCs. In the first place, there was a
lack of criteria for selecting the English teachers who would become teacher

trainers, which meant that their language ability, teaching experience, motivation
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to be a teacher trainer, and any other qualifications necessary for becoming a
teacher trainer were not sought prior to the selection process. Instead, the findings
revealed that only a number of TTCs were announced about the TTP based on the
personal relations. However, specifying a set of criteria is a sine qua non for the
development of the subject matter and technical skills of the TTCs. Parallel with
this, the results also indicated that the lack of specific criteria became a problem
during the planning and implementation stages of the local INSET seminars,
which seemed to have a negative impact on teachers and their actual classroom
practices. To illustrate, the results indicated that lack of L2 competence of the
TTCs caused them to depend on the traditional methods rather than the learner
centered methods during the delivery of the sessions in the local INSET seminars.
It was further found that when the teacher trainers were highly dependent on the
traditional methods in session delivery, it did not attract the attention of the
teachers and the sessions characterized with a traditional way of teaching did not
seem to have an impact on teachers' after seminar practices. This clearly indicates
that conducting a comprehensive needs assessment study prior to the TTPs and
identifying the key competencies the TTCs would have and selecting the content
accordingly would have been useful as the use of a well designed needs
assessment results in highly efficient staff development (Guskey, 2000).

Apart from the problems resulting from the lack of criteria for the
selection of the TTCs, the results also indicated that the selected TTCs were not
informed about the purpose of the TTP on time, which seemed to cause some of
the TTCs not to take the TTPs seriously until they learned the actual purpose of
the TTPs. If those TTCs had been given initial information on the purpose of the
TTPs, they would have developed better technical skills, and there would not have
been a need for the second TTP which was initiated due to the insufficient number
of the teacher trainers trained in the first TTP. However, the results indicated that
the MoNE did not seem to foresee this, and it was like all of a sudden that they
decided to organize a TTP. What is surprising is that some of the faculty members
were not also given information on the actual purpose of the TTPs, which caused
them to focus on teacher training rather than trainer training. This, indeed, could

be regarded as an ineffective practice since there was a limited focus on how to
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teach adults during the seminar, which seemed to have a negative impact on
teacher trainers' competencies. Considering that the teacher trainers with low
competencies seemed to have a preference over direct teaching in the INSET
seminars and the sessions delivered through direct teaching did not have sufficient
impact on teachers, informing the TTCs and the faculty members about the TTP's
purpose in advance is crucial for the success of the local seminars as well.

Lack of planning regarding the TTP manifested itself in the provision of
the timely information to the TTCs as well. They were called on the TTP on the
last working day of the week, which caused them to experience some problems
which were further intensified by compulsory attendance. Some TTCs attended
the seminar on a voluntary basis while some others were just asked to attend it,
which showed that there were different applications regarding the selection
process. Although the TTCs were later left the decision to decide whether they
would be a teacher trainer upon the completion of each step, the initial selection
process was found to be ineffective. Here, it is important to note that provision of
sufficient and on time information on the TTP, and specifying a set of criteria
would have definitely made a change on the impact of the local INSET seminars
as "Improving the quality of input has become increasingly focused on teachers'
professional development, which inevitably relies on the professional skills of the
teacher trainers” (Courtney, 2007, p.322), and development of proper technical
skills lies in the proper selection of the TTCs.

Content selection is an important component of any staff development
process, and it is a critical decision to be thought over carefully and thoroughly
(Joyce & Shower, 2002). However, the results indicated that content selection was
not done properly, and no needs assessment study seemed to have been done to
select the content prior to conducting the TTP, which meant that the needs and
expectations of both the teachers and the MoNE regarding the new curricula were
not investigated in detail. This finding is consistent with those of Kenan and
Ozmen (2010), Kiigiiksiileymanoglu (2006), Odabasi-Cimer, Cakir and Cimer
(2010), and Unal (2010). Confirmed by a faculty member who had been working
for the MoNE for a very long time, the framework for the content selection was

drawn approximately 20 years ago mostly by the foreign experts as an outline
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format considering some pre-established objectives, and it had been rigidly
followed until the first TTP in both the local INSET seminars and the TTPs. In
fact, this finding is in agreement with Kiiciiksiileymanoglu's (2006) findings
which showed that the contents of the staff development programs held by the
MoNE for English teachers between the years of 1998 and 2005 were quite
similar to each other.

The results of this study indicated that prior to the first TTP, only few of
the faculty members' opinions and expertise were taken into consideration for the
first time, and new session headings such as CEFR and integrated language
teaching were added to the content list. However, the content selection process did
not go beyond the session names, and even the name of the seminar did not
change. Relying heavily on the expertise of the international experts and
underestimating the value and expertise of the local practitioners could be
regarded as a weakness of the staff development program organized by the
MoNE. This is further supported by Courtney (2007) who defines one of the
ineffective practices of staff development programs as the selection and
development of content "by deconceptualised and international experts” (p.323)
based on an extensive analysis of staff development literature he has made.

It is important to have an in-depth look at how the TTPs were
implemented to be able to analyze their impacts on the teacher trainers, and in
turn, on English teachers through the local INSET seminars. The findings
indicated that the first TTP was initiated in 2009 to train teacher trainers who
would cascade the trainings to all English teachers in Turkey. It consisted of four
separate steps, and lasted for six weeks in total. The trainers were composed of the
faculty members, native speakers, and the trainers from the MoNE. As seen in
Figure 5.2, the results revealed that not providing the TTCs with sufficient and on
time information on the TTP, inconsistency between the type of attendance, lack
of selection criteria for TTCs, and the use of an evaluation system which was
incompatible with the goals of the TTP decreased the number of the TTCs in each
step of the TTP and created a need for the second TTP as only 30 first generation
teacher trainers (FGTTs) were educated in the first TTP. Unlike the first TTP, the

206



second TTP included two steps and lasted for three weeks. Moreover, the trainers
were mostly the FGTTs along with the academicians and native speakers.

The results indicated that the differences between the TTPs in terms of
the duration, number of trainings, and trainer assignment seemed to create
differences between two groups of teacher trainers in terms of the knowledge and
competencies developed. As O’Donahue (2010) points out that "as training flows
through the layers a certain amount of quality and content is lost in transmission,”
(p.6) which suggests that the second generation teacher trainers (SGTTs) might
not have developed similar competencies with those of the FGTTs. However, the
findings indicated that although most of the SGTTs stated that they would prefer
to have been educated by mostly the faculty members, they believed that the
FGTTs contributed to their professional development as well. The reason for this
could be that the teacher trainers who were the actual local practitioners knew the
realities of the actual language teaching practices and the problems of the English
teachers in their local contexts. In this respect, they were expectedly more
successful in generating solutions to these problems when necessary as confirmed
by some of the teachers who took part in the local INSET seminars as well. When
compared to some faculty members and native speakers who were reported to be
successful in their methodological knowledge and language abilities, the teacher
trainers who were also teachers could be regarded as a bridge between the theory
and practice. The results revealed that their involvement in the local INSET
seminars had a major impact on the personal and professional growth of the
English teachers as the teachers took them as models.

The results indicated that no established criteria were used to recruit the
faculty members and native speakers who would train the TTCs. They were not
selected on the basis of the session they would deliver. Instead, they trained the
teachers and TTCs within their area of expertise. This step is of crucial
importance as the TTCs modeled the faculty members, and cascaded the trainings
to English teachers in the local INSET seminars similar to the way the faculty
members did. Moreover, as the content selection was not made properly, the
content was not more than an outline including the session names. Specifying the

content as an outline format manifested itself as a problem during the
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implementation of the TTPs in that the same session was delivered in quite
different ways by different trainers based on their interests, content knowledge,
and competencies. What is more, this seems to have caused some differences in
TTC's pedagogical content knowledge in that their knowledge in a specific area
was limited to the input provided by the faculty members.

The content and methodology of the TTPs were found to have an effect
on how the local INSET seminars were implemented as well. In the first place, the
content of the TTPs focused on the major topics about language teaching and
learning which refreshed and updated the teacher trainers. However, there seems
to be considerable evidence gathered through the teacher trainers and faculty
members that the TTPs failed to provide sufficient input on how to train adults
and cascade the trainings to English teachers. Although the TTCs were given
some tips regarding teacher training such as posture in the classroom, proximity to
the audience in few sessions, their understanding of adult education was limited to
those session. Thus, it could be said that the TTPs could not have contributed to
the development of the TTCs' technical skills a lot. In fact, this could have been
resulted from the lack of a careful planning prior to the initiation of the TTPs. As
seen in Figure 5.2, if a proper planning strategy had been followed, content of the
TTPs had been selected based on the current needs of the teachers and the MoNE,
and the faculty members and the native speakers had been informed about the
purpose of the TTPs on time, this problem would not have been experienced.

The study revealed that the lack of sufficient input on "how to train
adults” in the TTPs had a negative impact on the implementation of the local
INSET seminars as well. Wei et al. (2009) regards the lack of sufficient focus on
how to train the teachers as a weakness of the cascade models. Similarly, as noted
earlier in Chapter Il, Eraut (as cited in Thorburn, 2006) states that "while a top-
down model of cascading might work where simple dissemination of information
is required, it certainly does not appear to work when there is a need for a deeper
pedagogical or professional development” (p.364). Since the educational reform
movement was characterized with a significant shift from a teacher centered

paradigm to a constructivist way of teaching, the TTPs should have provided
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more comprehensive input to the TTCs on how to transfer the knowledge and
skills into their training contexts.

The methodological practices employed during the TTPs seemed to have
an impact on the implementation of the local INSET seminars. The results
indicated that theoretical sessions were followed by the practical ones where the
TTCs applied what they had learned into limited contexts during the TTPs. The
results also indicated that both learner-centered and traditional methods were
employed. However, lecturing was mostly used by the faculty members and
trainers, and the trainings were mostly characterized with high terminology and
theoretical content, which was regarded as a weakness of the TTPs. This is also
emphasized as one of the weaknesses of the cascade models by Kennedy (2005).
In fact, the use of lecturing in most of the sessions was inconsistent with the
purpose of the TTPs as the trainers did not preach what they taught. As the TTCs
were expected to train and inspire teachers to employ a constructivist way of
teaching in their classrooms, the use of lecturing, regarding the TTCs as passive
receptors of knowledge in some of the sessions, and providing limited practice
opportunities to them did not match with the intended goals of the TTPs.
Furthermore, the results of the study revealed that some TTCs modeled the faculty
members and used a traditional way of delivery in the local INSET seminars,
which did not have an impact on teachers and their actual classroom practices as
demonstrated in Figure 5.2.

The results also revealed that some implementation processes employed
during the TTPs were quite effective in terms of enabling the teacher trainers to
transform what they had learned into practice and create an impact on teachers
and their actual classroom practices. The findings indicated that among the TTP
practices leading better performance of the teacher trainers in the local INSET
seminars were mainly the workshop sessions including active learning and
communicative activities such as role plays, drama, information-gap activities,
hands-on activities, and small group activities. This is consistent with what Garet
et al. (2001), Guskey (2000), Munby et al.(1987), and Wei et al. (2009) suggest as
effective principles of professional development. Moreover, the use of L2 as a

medium of instruction during the seminar was one of the effective implementation
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practices promising impact, which had an influence on the teacher trainers' actual
training practices along with the personal and professional growth in the long run.
The reason why the teacher trainers found these practices useful was twofold. In
the first place, those practices were parallel with the methodology of the new
curriculum. Secondly, the teacher trainers believed that they could easily
transform these into their actual training practices. Parallel with this, as seen in
Figure 5.1, the results of the study indicated that when the teacher trainers used a
similar way of teaching in the local INSET seminars, it had a profound impact on
teachers and their actual classroom practices.

The evaluation processes employed in the TTPs had some serious flaws
that caused lack of teacher trainer competencies, which in turn had a negative
impact on seminar sustainability as seen in Figure 5.2. Considering that teacher
trainers play a significant role in inspiring the teachers to translate the knowledge
and skills they gained in the seminars into their teaching practices, evaluation
component of the TTPs needs to be discussed thoroughly. In the first place, the
results revealed that the TTCs were administered a multiple choice exam upon the
completion of each step of the training, and only those who passed the cut-point
were found eligible to move on the next step on a voluntary basis. Since the TTCs
were trained to cascade a constructivist way of teaching to English teachers, the
use of a multiple choice exam testing the knowledge base of the teachers could be
regarded as an ineffective practice of the TTPs. In fact, faculty members
conducted small-scale observations during the trainings, but these observations
were not used for evaluation purposes. However, the TTCs should have been
evaluated on the basis of how well they could transform the knowledge and skills
they gained in the TTPs to the teachers in the local INSET seminars apart from
their competence in the field as this was the actual purpose of the TTPs.

The second evaluation flaw was the inconsistency within the evaluation
process itself, which could be resulted from the lack of planning. The results
indicated that the TTCs who did not pass the exam at the end of the first step of
the TTP were not able to attend the second step. However, a new group of TTCs
who even did not attend the first TTP were invited to attend the second step due to

the decreasing number of the TTCs. This could have a negative impact on teacher
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trainer competencies as well as the attitudes of the TTCs to the TTPs. Apart from
the inconsistency, the evaluation dimension of the TTPs was characterized with
uncertainty. The results indicated that the TTCs did not know what the cut-point
was to pass the exams and this created uncertainty. Another issue of uncertainty
revealed itself upon the completion of the first TTP. With an aim to train a new
generation of teacher trainers, 30 FGTTs were divided into three groups with 10
teacher trainers in each. The first two groups of trainers were assigned to train the
SGTTs along with the faculty members and native speakers while the last group
started to cascade the trainings through the local INSET seminars simultaneously.
The results indicated that there was a lack of information about how that grouping
was made, which caused conflicts among the teacher trainers. If the MoNE had
planned all these trainings earlier with the contributions of the faculty members
and the local practitioners, they might not have encountered such problems and
there may not have been a need to train the SGTTs.

Taken together, these results indicated that the lack of a proper
evaluation system in the TTPs caused some TTCs with low competencies to
become teacher trainers, which seemed to decrease the potential impact of the
local INSET seminars on the teachers as the teacher trainers with low
competencies had a tendency to employ traditional methods in session delivery as
noted earlier. The results further revealed that the sessions of those teacher
trainers had insufficient impact on the teachers. They were not able to take the
teachers’ attention during the INSET seminars and some teachers stated that they
did something else than listening to the teacher trainer who had less language
abilities than themselves. When it is considered that there were 48000 teachers
who took local INSET seminars and there were 80 teacher trainers in these
seminars, it could be said that one teacher trainer reached approximately 600
teachers. This number can clearly show how the selection of the teacher trainers is
important. If there is one teacher trainer with low technical skills and language
abilities, this affects around 600 teachers and 2400 students even if it is
considered that these teachers teach only 40 students in average in their local
contexts. The number of the students who are affected from faulty teacher trainer

selection decision of the upper management increases as the number of the teacher
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trainers with low technical skills and language abilities increases, and the scene
gets worse.

Last but not the least, the recent TTPs had some qualities that
differentiated them from the previous staff development programs in a positive
way. Developing an understanding of these qualities is of crucial importance to be
able to identify the connection between the TTPs and the impact of the locsal
INSET seminars. The first quality could be regarded as the seminar venues for the
TTPs. The results indicated that the venues were considered to be highly
successful and comfortable by the teacher trainers and the faculty members. The
teacher trainers and the faculty members stayed at the same hotel and spent time
together, which enabled them to share their experiences and develop better
personal relationships with each other. In this way, the TTCs could break the ice
between each other, were able to listen to the faculty members and the native
speakers off the record and were also able to see them from a different and closer
perspective. This could be regarded as one of the variables that increased the
effect of the TTPs and made them more successful as it had an impact on the
teacher trainer competencies. The second quality was the use of English language
as the medium of instruction during the TTPs. The teacher trainers who took part
in this study all noted that the seminar differed from the previous seminars in
terms of the medium of instruction. The results revealed that when the TTCs
noticed this, they had the feeling that this seminar would be different than the
others. Moreover, English speaking teacher trainers were taken as models by the
TTCs attending the seminars and they stated that they started to speak English
more in their local contexts. This is why the upcoming seminars should be held all
in English to motivate the teachers more and make them believe that the seminar

they are attending is different.

5.1.2. Local INSET Seminars: What Worked, What did not, and Why?
The completion of the TTPs accelerated the initiation of the local INSET

seminars all around Turkey in 2010 to contribute to the internalization of the

educational reform by reaching all English teachers in Turkey. However,

considering that the educational reform movement was translated into the English
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Language Curricula during the 2005-2006 academic year, the initiation of such a
comprehensive nationwide program took place quite late. As a matter of fact,
these programs should have been held before the implementation process started
(EPO, Profesorler Kurulu, 2006). The results of the study indicated that this
"quick fix" approach resulted in ineffective planning which seemed to have a
negative effect on the impact of the study on teachers and their actual classroom
practices, as will be discussed next.

One of the ineffective staff development principles could be regarded as
the lack of timely information provided to the teachers as seen in Figure 5.2. The
results indicated that the seminar was conducted during the school period, and the
teachers were called upon the seminar on the last working day of the week. There
were also some teachers who learned it on the first day of the seminar.
Furthermore, what the teachers knew about the seminar was no more than its
name, venue, and duration. The results further indicated that since the teachers did
not have any sufficient information on the seminar, they developed negative
attitudes to it, which manifested itself as teacher complaints during the first hours
of the seminar. Considering the teachers who were coming from the village
schools, teachers' plans regarding their work and family, and the compulsory
attendance to the seminar, the negative reactions of the teachers seemed to be
inevitable. If those teachers had been provided on time information about the
purpose, content, and daily program of the seminar, it could have probably
increased their interests and motivation and yielded much more impact.

The results also indicated that compulsory attendance to the seminar
caused some teachers to develop negative attitudes to the training since they
expected a classic INSET seminar which was characterized with lecturing,
crowded classrooms, and off-task behaviors of the teachers. It is somewhat
surprising that some teachers brought novels to the seminar so that they could
read them during the session delivery. However, the results of the study revealed
that the negative attitudes of most of the teachers turned into positive ones as they
noticed that the seminar was quite different from the previously held seminars by
the MoNE. The first session entitled ice breakers and warmers enabled the

teachers to overcome their prejudices. What made this session motivating could
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be the use of 5-10 minute activities, active involvement of the participants, and
the high competencies of the faculty member who presented the session.
Moreover, the use of English as the medium of instruction contributed a lot to this
effect. In line with the changes in the attitudes of the teachers, “Should the local
INSET seminars be compulsory?” question emerges. The results indicated that the
answer is “It depends.” The findings revealed that if the aim of the staff
development was to enable the teachers to adapt to the new curricula, the
attendance should be compulsory. Even the teachers who stated that voluntary
attendance was important to get the most out of the trainings and increase the
sustainability of the training event said that teachers should attend the seminar on
a compulsory basis as the seminar aimed at refreshing and upgrading all teachers
so that they could transform new roles compatible with the educational reform.
This could be further supported by the evidence that the teachers who did not
want to attend the seminar developed quite positive beliefs during the seminar.
However the results indicated that the teachers could attend staff development
programs on a voluntary basis if the educational reforms or large scale
innovations are not integrated into these programs.

Timing and duration of the seminar were found to be ineffective practices
as well. In the first place, the results indicated that organizing a seminar during the
school period had negative effects on the attitudes of the teachers towards the
training. Since the teachers were one week away from the school, they
experienced some pacing problems, which caused them to rush later. This became
a bigger problem for the upper grades as their curricula were reported to be
overloaded. Moreover, the results indicated that the teachers also found it difficult
to go back to teaching after the seminar as the students seemed to lose their
motivation during the teacher's release from the school. Thus, it could be said that
if the timing of the seminar had been arranged more carefully in line with the
teacher expectations and the seminar had been conducted in September or June, it
would have created much more impact on the teachers and increased their
transformative knowledge and skills. The results also indicated that the teachers
found the seminar intensive, and believed that it could be extended to a longer

period with fewer contact hours of training each day. The long training hours
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made the teachers exhausted, and some of them lost their concentration. The
shorter hours would have kept the concentration of the teachers at peek and
yielded better results. These findings are consistent with that of Odabasi Cimer,
Cakir, and Cimer (2010) who investigated the effectiveness of the INSET courses
held by the MoNE to introduce the new curriculum to primary and secondary
school teachers. In their study, they held semi-structured interviews with 20
primary and 18 secondary school teachers on the INSET programs they attended.
Similar to the present study, they found that time and duration of the seminars had
a negative impact on the teachers.

It is also important to note that although a few problems were
experienced during the planning stage of staff development, local organizational
planning worked seamlessly except a few points, which seemed to have a positive
impact on teachers' attitudes towards the INSET. The findings indicated that three
local seminars were simultaneously held in three different cities most of the times
and success of these seminars was closely related to the faith of the Provincial
Directorates for National Education (PDNE) in staff development as they were in
charge of the local level planning. The results showed that the teacher trainer
assignment was done based on the proximity of the city where the seminar would
take place to the city in which the trainers worked and the teacher trainers who
originally worked in the city where the seminar would be organized made all the
local planning with the PDNE by determining the number of the teachers
attending to the seminar, assigning them alphabetically to the sessions, making
transportation and accommodation arrangements for the trainers, as well as
supplying stationery and equipment for the teacher trainers. In a way, they served
as the bridge between the PDNEs and the Board of Education (BoE). The results
showed that in Konya case, more than 1000 English teachers working in Konya
attended the seminar. As there was a high number of teachers, three seminar
venues were allocated to training, and almost 10 concurrent sessions were held
within each venue in a seamless way, which shows that local planning for the
INSET seminar was made properly. Furthermore, the findings revealed that
having concurrent sessions enabled the teachers to develop positive attitudes

towards the seminar and took it seriously as they found it professional.
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The results also indicated that the organization of the seminar had a
positive impact on the personal and professional growth of the teachers as well as
contributing to their pedagogical content knowledge. The findings revealed that
the seminar enabled the teachers to meet and interact with their colleagues not
only during the sessions, but also within the session and lunch breaks. Interacting
with their colleagues and discussing about their teaching practices, teaching
contexts, and most importantly students resulted in an increase in job motivation,
and self efficacy of the teachers. This finding is in agreement with those of
Gultekin and Cubukc¢u (2008) who conducted a survey study on the perspectives
of 530 primary school teachers regarding the INSET seminars organized by the
MoNE. They found that the INSET seminars increased the interaction among the
teachers, and contributed to the performance of the teachers, resulting in job
satisfaction. In line with this, the results of the present study further indicated that
if the duration of the session breaks had extended and/or the seminar had been
organized in a different city where the teachers could stay at the same hotel and
have a 7/24 discussion and sharing environment, the seminar would have created
more impact on the teachers.

The lack of a needs assessment conducted prior to content selection
process emerged as one of the ineffective practices which had a negative impact
on the seminar delivery and decreased the impact of the seminar on teachers'
pedagogical beliefs, pedagogical content knowledge and actual classroom
practices. "In order to provide specialized programs adjusted to the needs of
individual persons, groups, or particular schools; first the previous knowledge,
subjective theories, attitudes, expectations, goal and motivation of the potential
participants have to be determined” (Huber, 2011, p.840). However, the results
indicated that neither the faculty members and the teacher trainers nor the English
teachers were asked their opinions about what should constitute the local INSET
seminars. The findings of the study regarding the needs assessment are consistent
with that of Odabas1 Cimer, Cakir, and Cimer (2010). Moreover, the findings of
the present study are in agreement with Miser, Yayla, and Sayin’s (2006) study
which aimed to evaluate the effectiveness of the in-service training programs

organized by the MoNE. The results of these studies confirm that the needs of the
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teachers were not catered for and there was no continuity of the needs assessment
studies employed by the MoNE. However, it is quite important to note that the
lack of needs assessment or if there is any, the lack of proper needs assessment
decreases the effectiveness of the local INSET seminars adapting the cascade
model. This is further suggested by Morrison, Gott, and Ashman (1989) who state
that

If INSET courses which are externally led and which adopt a cascade
model are to be effective in generating, supporting and evaluating
innovations there is a need for such course provision of predetermined
content, skills and knowledge and to become more tied to specific user
needs. Because it is teachers who ultimately will have to shoulder the
problem of curriculum implementation..” (p.159)

The lack of needs assessment caused successive problems in the
implementation of the local INSET seminar, which had a negative impact on
teachers and their actual classroom practices. The results indicated that since a
needs assessment study was not done, the content of the seminar did not reflect
the actual needs of the English teachers aligned with the new curricula, so it was
away from answering the current needs of the teachers. The trainers cascaded the
same content used during the TTP process to the teachers in the local INSET
seminars. As Solomon and Tresman (1999) states, one of the drawbacks of the
cascade training model is that it has a lack of “beliefs built on values which could
then be put into professional action” (p. 314). However, to what extent the teacher
trainers developed the beliefs in accordance with the educational reform and
prepared the teachers for constructivist classrooms seems to be a question that
many could be interested in to find the answer of. As discussed earlier, the results
showed that the same content had been used for both the TTPs and the first local
INSET seminars except few points. The name of the seminar and session titles did
not go through any alteration as well. However, the seminar content differed from
the TTP content in that it had less focus on theory and terminology, was
standardized, and did not include any session on NLP and adult education, which

seems pretty normal as the trainers are expected to know more than the teachers.
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The way the TTP content was standardized for the local INSET seminars
seemed to have some flaws, which had a negative effect on the impact of the
seminar. The standardization process was conducted through a content
standardization meeting organized in collaboration between the MoNE and
Bilkent University with an aim to determine the foundations of the sessions, avoid
the possible clashing use of the content and activities, and decrease the dominance
of the methodological preferences of the teacher trainers and faculty members.
The teacher trainers worked in sub-commissions (e.g., teaching reading) with the
moderators who were mainly faculty members, and developed the session
assigned to their group. The results revealed that a problem regarding planning
manifested itself at this stage as well. Some of the teacher trainers were not
grouped based on their interests and background knowledge, which decreased the
quality of the materials prepared for some of the sessions. Moreover, some of the
teacher trainers dominated the discussions creating some within and among group
conflicts. As there was no needs assessment conducted, the content of the seminar
seemed to be limited to the understanding and knowledge of the teacher trainers
and faculty members. Considering that the TTPs had some flaws that caused lack
of teacher trainer competencies, having the teacher trainers to develop the content
could be regarded as an ineffective practice.

The results revealed that the outputs of the standardization meeting
seemed to play a crucial role on the impact of the seminar on teachers and their
actual classroom practices. The findings showed that the output of the content
standardization meeting was one PowerPoint presentation for each session (e.g.,
teaching reading) and a few standardized activities. The teacher trainers were
expected to use those materials without demonstrating any instructional
flexibility, which caused some of them to be highly dependent on the PowerPoint
presentations during the local INSET seminars. However, they were given the
flexibility to use any other instructional activities based on their interests in
accordance with the session. The results revealed that some teacher trainers felt
the necessity to cover the content on the PowerPoint presentations as much as
possible, which resulted in high dependence on the presentations and reading from

the slides in the form of lecturing. The results further indicated that the sessions
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which were highly dependent on the PowerPoint presentations did not have a
sufficient impact on teachers. The results also showed that some other teachers
did not use the PowerPoint presentations as expected, which shows that the study
held at Bilkent was not so effective and was away from being accepted by the
teacher trainers who taught in the local INSET seminars. A possible explanation
for this might be that the way the PowerPoint presentations were prepared made
the teacher trainers lose their faith about the PowerPoint presentations and
resulted in their excluding them from their instruction.

The results indicated that implementation process of the seminar had an
impact on teachers and their actual classroom practices in a number of ways. In
the first place, the use of L2 as a medium of instruction during the seminar and
continuous encouragement of the trainers to use L2 in class had a significant
impact on teachers' pedagogical beliefs regarding the L2 use. They developed
either awareness or their existing beliefs that the L2 use would increase the
communicative competence of the students, or initiated new beliefs. In line with
this, the results further indicated that the changes in the pedagogical beliefs of the
teachers were transformed into their actual classroom practices. It is encouraging
to compare this finding with that was found by Khan (2002) who reported an
increase in L2 use of the English teachers upon attending an INSET program
which was delivered through L2. Moreover, this study corroborates the ideas of
Feiman-Nemser and Remillard (1996) and Phipps and Borgs (2007) who
suggested that when staff development programs create a change in the
pedagogical beliefs of teachers, these beliefs are mostly transformed into praxis.

Here, it is important to note that although all teachers reported an
increase in their L2 use in class, the amount of students' exposure to L2 in
classroom differed according to the teachers' previous use of L2 as well as the
characteristics of the teachers. The teachers who expressed that they had been
rarely using L2 in class were observed to use L2 quite less than those teachers
who reported a higher self-efficacy. This clearly shows the connection of L2 use
in the classroom with the teachers' characteristics. It could be said that the
teachers who developed more self-efficacy were the ones who used L2 more

frequently in their classes. This could be interpreted in the way that when the
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teachers are given opportunities to develop positive beliefs about their self
efficacy during the seminars, they could feel more comfortable in transferring the
skills they learned in the seminar into their practice in their local contexts.

The results showed that the perceived changes in the attitudes and
achievement level of the students as a result of the L2 use had a reciprocal effect
on teachers' beliefs. The teachers developed the belief that the use of L2 would
increase the motivation, participation, and vocabulary retention of especially the
lower level students while it would not work in some of the upper grades due to
the problems (e.g., parent pressure, classroom management, lack of L2
proficiency) they experienced in those grades. This had an impact on their actual
classroom practices in turn as most teachers continued to use L2 in lower grades
while they used less or none L2 in the upper grades. The reason why the teachers
were not able to deal with the problems and code switched to L1 in the upper
grades could be resulted from a lack of sufficient focus on how to use L2 in class
during the seminar. If the local INSET seminar had focused on an exploration of
how the teachers could use L2 in class, and encourage the students to do so, it
could have fostered the pedagogical content knowledge of the teachers, and
promised the sustainability of L2 use in all grades.

The results further indicated that the use of L2 as a medium of instruction
had a profound impact on the personal and professional growth of the teachers,
which then seemed to be translated into their actual classroom practices. The use
of L2 seemed to encourage the self reflection process, and as the teachers stepped
back and reflected on their L2 use, some teachers articulated a lack of self-concept
in L2 use while some others just felt the need to improve themselves. This
encouraged them to start to use L2 in class to develop their language competence
as well. Furthermore, some teachers started to read newspapers, books, and online
news in English and listen to the audio books in different fields. Thus, it is
apparent that use of L2 as a medium of instruction is an effective practice that
should be employed in the other seminars to contribute to teachers' actual
classroom practices and personal and professional growth.

The methodological practices employed during the seminar had a

negative or a positive impact on teachers' use of the knowledge and skills
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according to the approach used by the teacher trainers. As explained in detail in
Chapter 1V, both traditional and learner centered methodologies were utilized
during the seminar though the former was employed in most of the sessions. In
the first place, the results indicated that the teachers did not appreciate the
sessions mainly delivered through lecturing as they were the passive receptors of
knowledge. This dissatisfaction was further intensified when those sessions were
characterized with the overloaded terminology and theoretical content. There
seems to be considerable evidence gathered through the interviews conducted
with the teachers and observations conducted during the seminar and in actual
classes of the teachers who participated the seminar that teachers did not transfer
lecturing based sessions into their teaching practices. Although those sessions
contributed to their content knowledge, they did not develop an understanding of
how to employ that knowledge and skills in class. This finding is in agreement
with what Joyce and Showers (1980), O’Sullivan (2001), and Ustiiner, Erdem and
Ersoy (2002) suggest. This finding also accords with the results of a study
conducted in Kampot within the framework of a cascade like project. It suggested
that "teacher training needed to be far more extensive in developing knowledge
and understanding beyond simple course delivery™ (Courtney, 2007, p.327). Here
it is important to note that some teachers reported that they learned from the "bad
practice,” lecturing, as well since they put themselves in the shoes of their
students and empathized with them, which had an effect on their pedagogical
beliefs and pedagogical content knowledge. However, this does not mean that
lecturing should be used in some of the sessions. Instead, it can be suggested that
a mini demo could be presented by the trainer through lecturing and the teachers
could act like students so that they could see how it feels to be trained that way.
Reflecting on the first phase of cascading, it could be said that the way
the TTCs were trained had an effect on their methodological preferences. This
becomes much more important when someone notices that the sessions they did
not internalize during their trainings were delivered in a similar fashion during the
local INSET seminars, having little or no effect on teachers and their actual
classroom practices. This was further supported by the findings that some teacher

trainers modeled the faculty members that educated them. The standardization
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meeting seemed to have an effect on the way the INSET seminar was
implemented and sustained as well. The results indicated that most of the
standardized PowerPoint presentations were overloaded with terminology and
theory. As the teacher trainers had limited flexibility in PowerPoint use, they
could have focused on the theory and there might not have sufficient time left for
practice. In fact, the teacher trainers should have used a better approach with more
balance between the practice and theory so that the teachers could enjoy having
the theoretical background and the opportunity to practice them.

As noted above, methodological preferences employed during the
seminar were not limited to the traditional methods. Learner centered
methodologies were also employed in some of the sessions, which had a positive
impact on the pedagogical beliefs and pedagogical content knowledge of the
teachers. The results revealed that the use of those methods along with the
suggestions of the teacher trainers manifested a change in teachers' pedagogical
beliefs regarding the use of communicative activities in class. Parallel with the
changes in their pedagogical beliefs, the teachers started to use some
communicative activities in their classes as observed during the classroom
observations. This finding seems to be consistent with that of Dyer et al. (as cited
in Courtney, 2007) who asserts that "good quality programs are practical and
focus on methods that are understandable by the teachers and can be used in their
own classrooms” (p.327). The results of the present study indicated that the
teachers mostly transformed the knowledge and skills they developed in the
sessions where active learning, active involvement, communicative activities such
as role plays, drama, information-gap activities, hands-on activities, and small
group activities were employed as these were parallel with the changes in the
classrooms manifested by the educational reform. These results are consistent
with those of Garet et al. (2001), Guskey (2000), Munby et al.(1987), and Wei et
al. (2009). Interestingly, this also accords with what the teacher trainers reported
about the effective practices shaping their pedagogy, which could show that they
taught the teachers in the way they had been taught in some sessions. It is also
encouraging to use these findings with that found by O'Donahue (2010) who

conducted a study on a staff development program adapting cascade training
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model in the Tamil. The major purpose of the program was to improve the
confidence of English teachers to use L2 in class, encourage teachers to use
activity based and learner centered methodologies, and enable them to create
communicative learning environments. The results of their study indicated that the
use of activity based learning and provision of practical activities increased the L2
use in class, and initiated teacher change. As seen in this example and according
to the results of the study, the teacher trainers should have been trained as the
good practitioners of the envisioned teaching methods to be used in the language
classrooms. The inadequacy of the teacher trainers in being a good practitioner of
these methods could have caused the INSET seminars to have a limited impact on
teachers' actual classroom practices.

Parallel with the changes in the pedagogical beliefs, pedagogical content
knowledge, and actual classroom practices of the teachers, the results indicated
that teachers' use of constructivist teaching in class had a perceived effect on the
attitudes and achievement level of the students. It could be said that these changes
were mostly confined to the perceptions of the teachers regarding the impact of
their applications on students and the classroom observations of the researcher.
Although a direct relation could not be drawn between the teachers' practices and
students' achievement and attitudes to L2, it could be stated that especially the
lower grade students, namely, 4™, 5™ and 6" graders, developed positive attitudes
to L2, demonstrated a higher level of participation and motivation, and seemed to
have improved their spoken competence and vocabulary retention in a moderate
level. On the contrary to the lower grade students, the upper grade students mostly
developed negative attitudes to the use of constructivist teaching in class, which
was found to be resulted from their SBS related concerns, puberty, and learning
habits caused by being exposed to the effects of traditional schooling for a long
time.

What is interesting is that the teachers’ actual classroom practices
changed in time according to the perceived changes in students. Most teachers
started to use more activities with the lower grades, while they began to use fewer
or none communicative activities in the upper grades. This could be considered

the manifestation of the students’ resistance to change and the teachers’ inability
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to deal with it. It could be thought that the teachers were left alone in their
struggle to change their methodology. This is mainly because the seminar did not
include any strategies to arm the teachers to deal with such motivational problems
of the students and their resistance to change which is highly expected. The results
indicated that although some of the problems were discussed when they arouse
during the seminar, the teachers were not given sufficient knowledge on how to
deal with the problems decreasing their application opportunities. If the teachers
had been trained to better deal with resistance of the students to the change in the
methodology of the teacher, which is apparently more severe in upper grades, the
teachers could try more to get over this problem. As they weren’t trained how to
do this, the teachers mostly chose the easier way and retreated which made them
return to their old methodology as demanded by the students who were used to be
taught in the same old methodology for years. As a matter of fact, this could have
resulted from the way the teacher trainers were trained. As they were not given
sufficient input on how to deal with the implementation problems during the
TTPs, it was more likely that they also did not transfer this to the teachers in the
seminars.

The results also indicated that teacher trainers' use of personal anecdotes,
experiences and examples from their own teaching contexts was one of the

effective principles promising impact. Huber (2011) states that

..it is preferable to refer the new information explicitly to the
experiences and anchor them there. The reality and experiences of the
participants, their needs and problems, should be the starting point and
the point of reference for the selection of content and of methods
applied”. (p.840)

In line with this, the findings revealed that the teachers demonstrated a
higher level of motivation and participation to the sessions through either
commenting on the experience shared by the trainers or sharing their own
experiences. Most importantly, the suggestions made by the trainers during the
seminars based on their experiences made a change in the pedagogical beliefs,
pedagogical content knowledge, and actual classroom practices of the teachers. As

a matter of fact, the way the suggestions were made had an effect on the
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sustainability of the suggestions. By way of illustration, the teachers reported that
they either used or were planning to use the practical materials (e.g., use of a
washing line to display student products) suggested during the seminar as it was
easy to find those materials and increase students' motivation and participation to
the lesson using these materials. This finding confirms the idea of Clair (as cited
in Crawford, Schmeister, & Biggs, 2008) who states that "When teachers attend
professional development sessions, they want specific examples and tools for
teaching that can be put to use immediately” (p.330). Although the suggestion
made regarding the use of simple materials were quite limited, the results
indicated that the teachers started to think about the versatile use of the daily used
materials. However, it is possible therefore that there is still a need to focus on the
use of a variety of materials during the seminars to encourage the sustainability of
the knowledge and skills.

It is also important to note that when the suggestions made by the teacher
trainers and faculty members were not supported by sufficient insights on how to
use them in class, the changes just made a difference in the pedagogical beliefs
and pedagogical content knowledge of the teachers, and could not be transformed
into their classroom practices. To illustrate, during the seminar, the teachers said
that they probably would not be able to apply the knowledge and skills in the
upper grades as the inspectors would check whether they covered the content of
book in parallel with the yearly plan. In response to this problem, most teacher
trainers suggested the teachers not to depend on the textbooks and use material
adaptation techniques by stating that it was their own classroom. The results of the
first interviews conducted with the teachers indicated that the teachers developed
the belief that they should not be highly dependent on the textbooks. However,
since the material adaptation and development session was mainly delivered
through lecturing, and there was a quite limited chance for the teachers to explore
the various practices of the material adaptation, the changes in the pedagogical
beliefs of the teachers regarding the textbooks were not transformed into their
pedagogical content knowledge and actual classroom practices. In fact, there is
sufficient evidence gathered through the classroom observations and interviews

conducted with the teachers that the teachers continued to depend mostly on the
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textbooks. This could be resulted from insufficient focus on techniques in how to
adapt the activities of the textbooks used in the classrooms during the seminars.
The results of the project conducted in Kampot (Courtney, 2007) further supports
this finding of the study in that "Teacher training that was not linked to the
textbook was not used by the teachers" (p.326). In fact, if the seminar had had
much more practical activities on how to adapt currently used textbooks and the
teachers had been donated with the techniques to deal with the textbook related
problems in their classes, the seminar would have made more difference.

Apart from the effective and ineffective practices employed during the
planning and implementation phases of the study, the results indicated that the
evaluation stage of the seminar had an impact on teachers and their instructional
practices. The results indicated that evaluation was the weakest chain of the staff
development process as there was a lack of evaluation system to ensure the
continuity of the program. The results showed that the evaluation of the seminar
was conducted through a Likert-type questionnaire administered to the teachers at
the end of the last session by the teacher trainer who delivered that session. The
teachers evaluated the effectiveness of the sessions they attended. However, the
results indicated that the questionnaire did not serve its purpose as it was too
general, and there seemed to be no study used to evaluate its psychometric
properties. Furthermore, the biased attitudes of the teachers could be regarded as a
weakness. The results indicated that the teachers developed relations with the
teacher trainers during the seminar, and this bond could have affected the answers
the teachers gave to the items. Moreover, as the questionnaire was administered
during the last session, the teachers seemed not to concentrate on filling out it.
Most importantly, here, it is important to note that the results of the questionnaires
were shared with the teacher trainers only once and the results did not seem to be
used for reflection purposes. Similarly, the results indicated that the teacher
trainers wrote a standardized feedback report to the Board of Education (BoE) to
inform them about the effectiveness of the seminar. However, this report was not
more than a formality and was not probably taken into consideration. This was
further supported by the findings that that there was a lack of efficient utilization

of feedback and a lack of collaboration between the teacher trainers and the
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MoNE. However, if the feedback on the seminar had been gathered through
various data collection tools such as questionnaires having high psychometric
properties and interviews with the teachers, the flaws in the seminar could have
been fixed to increase the potential impact of the seminar.

One other ineffective practice of the seminar could be regarded as a lack
of evaluation system to assess the performance of the teacher trainers and faculty
members and increase transformative knowledge accordingly. As seen in Figure
5.2, the results indicated that the lack of a proper teacher trainer and faculty
member evaluation system caused the teacher trainers and faculty members to
continue to use traditional methods in session delivery if they had already used
these methods. Teacher trainer evaluation seemed to have some weaknesses as
well. It was found that the things that were evaluated were attendance of the
teacher trainers to the sessions. Moreover, the results indicated that there was a
perceived belief that the session names written in the questionnaire were matched
with the names of the teacher trainers to have an overall idea about their
performance in the sessions, which was quite ineffective due to the reasons
mentioned in the previous paragraph. In addition to this, the current system gave
the teacher trainers the feeling that they were able to do whatever they wanted to
do in their seminar room which sometimes resulted in their not even sticking the
content that they were asked to teach during those particular sessions as reported
by some teachers. The results indicated that the use of daily evaluation forms
filled out by the teachers and ongoing observations could contribute to the
effectiveness of the seminar.

Most importantly, the results indicated that there was an inefficient
evaluation system assessing what the teachers had learned and how they used
those in their teaching contexts. The results revealed that the teachers attending
the seminar did not go through any formal teacher evaluation process, which
meant that their performance and participation were not graded. Only their
attendance to the session was followed. The findings further indicated that the use
of a written evaluation of what the teachers had learned would be quite ineffective
as the duration of the seminar was short, and it would display inconsistency with

the goals of the local INSET seminars as the teachers would be exam oriented.
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However, the results suggest that the most effective practice could have been the
use of a follow-up system based on coaching to increase the sustainability of
knowledge and skills, encourage teachers' implementation, and provide first-hand
guidance to them to cope with the barriers to implementation. Knamiller et al. (as
cited in Courtney, 2007) states that "...the most effective way of ensuring that
what happens at the teacher level has an impact on teaching and learning appeared
to be for trainers to follow teachers into the schools™ (p.324). However, the results
further indicated that the proper selection of the teacher trainers for coaching
should be a prerequisite for the continuity of follow-up. The findings indicated
that what the teachers expected from the coaching was ongoing guidance and
constructive feedback, which is closely related to the competencies and
characteristics (e.g., positive, reflective) of the teacher trainers. In line with this,
the findings reveal that there is a need to set up a coaching unit in each city where
the teacher trainers with key competencies and characteristics could start coaching
the teachers to increase sustainability of staff development.

In addition to the effective and ineffective practices employed during the
planning, implementation and evaluation phases of staff development, the results
also indicated that there were other factors that determined the level of impact of
the seminar on teachers' pedagogical beliefs, pedagogical content knowledge,
actual classroom practices, personal and professional growth and students. In the
first place, gender of the teachers seemed to have an effect on the impact of the
seminar on teachers and their after seminar practices. The results revealed that
although the male teachers reported a change in their pedagogical beliefs and
actual classroom practices regarding the use of L2 and communicative activities,
they were found to apply these less compared to the females. Moreover, although
they developed the belief that using a communicative way of teaching was
important, there was a decrease in their use of new knowledge and skills in the
long run. This could be resulted from male teachers’ lack of time to get prepared
for the lessons as they found the preparations of the materials (e.g., cutting the
cardboards) quite difficult and unwillingness to spend time on material

preparation as stated by one of the male teachers.
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The teaching experience of the teachers seemed to have an impact on
their teaching practices when combined with the effects of the seminar as well. In
the first place, it was found that the teachers who had over 20 years of experience
and were about to retire developed the belief that they could use a more
communicative way of teaching in class. However, they seemed to apply fewer
new activities to change their practice compared to those who had less teaching
experience. The results indicated that this could be resulted from their existing use
of a communicative way of teaching in class. Moreover, as they were about to
retire, this could have affected their practice. Secondly, the seminar had much
more effect on the personal and professional growth of the teachers who had a
moderate teaching experience and had already used a communicative way of
teaching in class with few applications. This could be because their comparatively
fresh pedagogical content knowledge gave these teachers the freedom to focus on
the areas that they consider themselves inadequate and they had the opportunity to
polish their personal and teaching skills through the seminars.

The results indicated that the self concepts and motivation of the teachers
had an impact on their use of the new knowledge and skills. The results indicated
that the teachers who expressed inadequacy in English used a more traditional
way of teaching and less L2 in class compared to those who reported a higher self
concept in the use of English. This finding is in agreement with that "...teachers
with a strong sense of self-efficacy are more likely to use open-ended, inquiry,
student-directed teaching strategies, while teachers with a weak sense of self-
efficacy are more likely use to teacher directed teaching strategies such as lecture
or reading from the textbook™ (Biimen, 2009, p.263). In fact, the lack of focus on
how the teachers could improve their English level and how to use communicative
activities and L2 successfully during the seminar could have resulted in these
teachers' giving up easily. What could have been done was to provide the teachers
with the tips to improve themselves as well as the tips for using communicative
activities and L2 in class more efficiently. As for the motivation, the results
showed that the teachers who demonstrated a high level of motivation to use the
learning experiences gained in the seminar seemed to apply the new knowledge

and skills more than those who displayed a lower level of motivation. Moreover,
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the results revealed that there was not a significant decrease in their
implementation of the learning experiences in the long run.

The departments in which the teachers graduated from seemed to have an
effect on the impact of the seminar on the pedagogical content knowledge of the
teachers. Although there did not seem to be a significant difference between the
graduates of English Language Teaching and English Language Literature in
terms of the contributions of the seminar to their pedagogical content knowledge,
the teachers who graduated from the Open Education Faculty reported a higher
level of change in their pedagogical content knowledge. The results indicated that
this could be resulted from the lack of sufficient practice opportunities provided
during their education. Although the teachers thought that the seminar presented a
limited number of practical ideas, these activities were plenty for the teachers who
graduated from the open university. As they had a limited exposure to the similar
activities during their undergraduate education, these teachers could have found
the seminar more useful than the other teachers who participated in the seminar.
This could be counted as the success of the seminars as it could be said that the
seminar was most helpful to these teachers.

It is somewhat surprising that the contexts of the schools in which the
teachers worked did not seem to have an effect on teachers and their actual
classroom practices. Although the teachers from schools with different
socioeconomic status levels (low, medium, high SES), locations (village, city,
rural schools), and equipment and resources were involved in the study, those
factors did not seem to create a noteworthy difference among the teachers in terms
of the impact of the seminar on their instructional practices. This finding was
unexpected and suggests that teachers change independent of the school context if

staff development programs create a change in their pedagogical beliefs.

5.2. Implications for Practice
The findings of this study have a number of implications for future
practice in terms of enhancing the quality of the staff development programs.

Needs Assessment: The results indicated that there was no needs

assessment conducted prior to the TTP and the local INSET seminars. Thus, the
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teachers' needs were not investigated, which resulted in a focus on theory rather
than practice in both of the programs. Moreover, the problems the teachers
experienced were not integrated to the content of the programs as there was no
information on these. However, thorough and well designed needs assessment is a
sine qua non of effective staff development programs. These findings suggest that
a comprehensive needs assessment study should be conducted prior to the
initiation of the staff development programs to identify the needs of the teachers
and the related governmental/private organizations. However, the needs
assessment study should be more than administering a questionnaire whose
psychometric properties have not been tested. Proper sampling strategies and
various data collection tools should be employed to get most out of the needs
assessment process.

Key TTC Competencies: The findings revealed that the key

competencies of the teacher trainers were not established prior to the selection of
the TTCs. Accordingly, no selection criteria were used to select the TTCs. Thus,
some of the teacher trainers could not develop better competencies, which caused
them to use a more traditional way of teaching in their sessions. This decreased
the effectiveness and sustainability of the sessions. However, as teacher trainers
have a key role in ensuring the sustainability of staff development programs, if the
aim is to reach each and every teacher all around Turkey through these TTCs, it is
suggested to establish the key competencies of these trainers in line with the needs
assessment. These key competencies should include but not limited to language
competencies, teaching and/or training experience, commitment to training, an
ability to reflect on practice, and motivation to teach adults. Instead of depending
on the KPDS scores of the TTCs, a comprehensive evaluation plan should be set
up. Interviews and short demos of the TTCs should be used to select the TTCs
who have met the specified criteria.

TTC Selection: The results indicated that only a number of English

teachers were informed about the TTPs based on their personal contacts. Thus,
some English teachers who had better competencies and motivation level were not
informed about the process at all. Moreover, the TTCs were not provided

sufficient on time information about the TTPs, which meant that they learned
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about the purpose of the program after a certain time passed. The results revealed
that this decreased their readiness level. Parallel with these findings, it could be
suggested that staff development programs be announced to all English teachers
through various channels (e.g., internet, formal letter, email) on time, and
sufficient information on the purpose, content, assessment procedures, and its
further steps (if any) should be provided to encourage voluntary attendance and to
decide whether they really want to be a teacher trainer.

TTC Evaluation: The findings revealed that evaluation of the TTCs were

not conducted efficiently. Upon the completion of each training, they were given a
multiple choice test. That is they were tested in a way that they had been told not
to test the students. Moreover, the findings revealed that observations were not
made a part of the assessment process. The flaws in the evaluation of the TTCs
decreased the effectiveness of both the TTPs and the local INSET seminars. Some
TTCs with low competencies became teacher trainers and trained the teachers in
the local INSET seminars. At this point, what is suggested is to include a well
designed evaluation component including ongoing assessment to the TTCs.
Parallel with this, various assessment tools should be utilized to foster the learning
process. These tools could include but not limited to case study analyses,
simulations, observations, and personal reflections.

TTP Content Selection: It was found that the same content was used in

both the TTPs and the local INSET seminars although each staff development
program served a different purpose. The results indicated that the content
selection was not made based on a needs assessment. Instead, a content list which
was developed by British Council approximately 20 years ago was used as the
content of the TTPs with the contributions of the few faculty members. This
finding has important implications for the content selection.
a. The content of the training programs should be selected parallel with
the needs assessment. Content selection process should not be limited to
the expertise of the international experts. Faculty members and local
practitioners' (teachers) expertise should be taken into consideration to

combine theory and practice efficiently.
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b. The content selection should go beyond language teaching if a TTP is
to be organized to provide the TTCs with various training methodologies
regarding language teaching and adult education. Moreover, the content
should include some topics like leadership to increase the self-confidence
of the teacher trainers as well.

TTP / Local INSET Methodology: (a) It was found that the trainers used

mostly direct teaching in their sessions and were heavily dependent on the
PowerPoint presentations in these sessions in both TTP and the local INSET
seminars. Thus, the teachers and the TTCs were the passive receptor of the
knowledge. The results further revealed that as some TTCs modeled these
trainers, they used the same way of teaching in the local INSET seminars. What is
more, these sessions were not found efficient by the teachers and did not have a
positive effect on their practice. (b) It was found that the seminar had a positive
impact on the pedagogical beliefs of the teachers in terms of the use of a learner-
centered method in class. However, as there was not sufficient provision of the
activities and know-how tactics, some teachers could not transfer these knowledge
and skills into their classroom practices. It is therefore suggested that the staff
development programs should be based on learner centered methodologies.
Various learning environments should be created to encourage the teachers/TTCs
to get actively involved in the process, share their experiences, and freely
articulate their ideas. Pair work and group work activities should be frequently
used to increase collaboration among the participants. Thus, it could be suggested
that the teachers should experiment with more activities and the_programs should
provide the teachers/TTCs with sufficient involvement in communicative
activities that they could use in their classes with none or small adaptations.

Faculty Member/Native Speaker Selection: It was found that the faculty

members and the native speakers were not selected based on their expertise in the
field. Moreover, they had instructional flexibility in content provision parallel
with the course. However, the results showed that some of the faculty members
and the native speakers taught the lessons based on their interests and used direct
teaching in most of the sessions. This resulted in teachers and TTCs' modeling

some of those faculty members or native speakers and/or not developing an
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understanding of the lessons they delivered. It can thus be suggested that the
faculty members and the native speakers should be selected based on their
expertise in the field. Moreover, those faculty members and native speakers who
have continuously demonstrated low performance in the daily evaluation forms
should not be invited again.

Medium of Instruction: The results indicated that the trainers used

English during the TTPs and the local INSET seminars. Moreover, they
encouraged the TTCs and the teachers to use the target language in class. The
findings revealed that the use of English in the sessions had a positive impact on
the teachers in all levels of impact. Moreover, it turned the negative attitudes of
some teachers to the seminar into the positive one. Hence, it could be suggested
that English should be used as a medium of instruction in the further seminars.
However, there should be more tips given on how the teachers could use L2
efficiently in class.

Local Planning: It was found that the success of the local level planning

of the seminar, namely organization of a seminar in a city, was closely related to
the attitudes of the PDNEs to the concept of the staff development. This suggests
that the PDNEs should be informed about the staff development programs in
advance and encouraged to facilitate the local organization process smoothly.

Call for the INSET Seminars: The results revealed that the teachers were

called upon the seminar on the last working day of the week and they were not
provided any information about the content and the daily program. This caused
them to develop negative attitudes to the seminar and attended the first sessions
with a low motivation level. These findings suggest that the staff development
programs should be announced to all teachers through various channels (e.qg.,
internet, formal letter, email) on time, and sufficient information on the purpose,
content, assessment procedures, and its further steps (if any) should be provided to
the teachers to encourage voluntary attendance.

Trainer Assignment: The results revealed that the trainers were not

informed about the seminar they were to give presentations on time. This caused
them not to get prepared for the sessions. It can be thus suggested that the trainer

assignments to the INSET seminars should be done as early as possible, and the
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trainers should be informed accordingly to allow sufficient time to get prepared
for the session delivery.

Time: The results revealed that the local INSET seminars were held
during the school period, which caused the teachers to be away from the school
for one week. Considering the intensive curricula, they had to keep up with the
pacing and rush later. Moreover, it was found that some students lost their
motivation during the release of their teachers. Since the time of the seminar was
found to have a negative impact on teachers' actual classroom practices, it could
be better to hold the seminars in June or September, preferably in September
when the teachers are ready to make a fresh start as suggested in the study.

Duration: The results revealed that long sessions decreased the
concentration level of the teachers especially towards the end of the day. This was
further magnified when the sessions were delivered through lecturing. Moreover,
some teachers found the seminar intensive and indicated a longer seminar with
fewer sessions. These findings suggest that the INSET seminars should be held in
a longer duration with fewer daily teaching hours to make the teachers to be
actively involved in the sessions.

Venue: The results indicated that the venue of the local INSET seminar
was not suitable for classroom activities (e.g., role plays, games). This had a
negative impact on the use of communicative activities during the seminar.
Although it was in the city centre, the teachers had parking and catering problems,
which caused them not to concentrate on some of the sessions sufficiently. When
it comes to the venue of the TTPs, they were held at a hotel where the TTCs spent
some time after the daily program as well as having a chance to meet and interact
with the people. The results indicated that time spent with the colleagues had a
profound impact on teachers' personal and professional growth, which in turn
could have an impact on their classroom practices. These results suggest that the
venue of the staff development programs, if it is held at a local level, should be
chosen based on its proximity to the city centre, parking and catering facilities,

and most importantly its physical facilities. There should be enough room for
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teachers/TTCs to experiment with the activities. If it is possible, the teachers
could stay at a hotel in a different city to increase interaction among the teachers.

Concurrent Sessions: The findings revealed that in one seminar venue,

more than 400 teachers had trainings simultaneously with each other in ten
different sections, which they liked a lot. This gave the impression that they had
attended a nationwide conference in ELT. Moreover, they had a chance to meet
and interact with their colleagues which had an impact on them and their
instructional practices. The only problem in this picture was the class size. It was
found that the teachers would like to have been trained in a class with an average
of 25 to 30. Hence, it is possible to suggest that the concurrent sessions could be
used in the further seminars, but a smaller class size should be preferred.

Course Book Integration: The results revealed that although there was a

material adaptation and development session, the session was not closely related
to the course books the teachers used, and the teachers could not experiment with
the material adaptation activities. Accordingly, although the trainers'
encouragement made a positive change in teachers' pedagogical beliefs regarding
the use of materials, they could not put these into implementation. Thus, it could
be suggested that the content provision should be linked to the national and local
school contexts and textbooks used in the classrooms. The textbooks used by the
teachers should be further explored for material adaptation and development
purposes.

Methodological Tips: It was found that there were some good practices

which had a positive impact on teachers and their actual classroom practices
although they were not used all the time during the seminar. (a) The use of
experiences and anecdotes, namely including real life examples encouraged the
teachers to participate in the sessions, and had more impact on their pedagogical
beliefs. (b) The use of active learning, communicative activities, total physical
response (TPR) games, group and pair work activities in some sessions increased
the participation of the teachers to the session, enabled them to empathize with
their students, which initiated the self reflection process, and gave them some
ideas to try out in their classrooms. (c) The use of questions and prompts about

how teachers taught English during the sessions encouraged the teachers to reflect
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on their actual classroom practices and make changes in their teaching styles. (d)
The use of interesting short video extracts, slow paced English songs, and
practical ideas (e.g., washing line, voice bomb) attracted the attention of the
teachers, and encouraged them to think about the versatile use of the daily used
materials and try out these in their classrooms. These findings suggest that the use
of aforementioned effective principles in the upcoming seminars would increase
the effectiveness and sustainability of the seminars. Considering that these
principles were also reported to be used in some sessions of the TTPs and the
teacher trainers benefited from them, they should be employed in the TTPs as
well.

Know-how Tactics: It was found that the resistance of the upper grade

students had a negative impact on the teachers' actual classroom practices. The
findings revealed that this was resulted from a lack of focus on how the teachers
could deal with these problems during the seminar (e.g., L2 use). This finding
suggests that the teachers should be armed with the strategies to cope with the
resistance to change by the students. Moreover, they should be warned about this
resistance during the seminar to enable them to persevere in case of a resistance
by the students rather than giving up easily.

Evaluation: The results indicated that evaluation was the weakest chain
of the local INSET seminars. In the first place, it was found that a questionnaire
was used to evaluate the effectiveness of the seminar. This questionnaire's
psychometric properties were not assessed. Moreover, the teachers were
administered the questionnaires in the last session by the teacher trainer delivering
that session. Thus the teacher could have answered the questions in a biased way
as they developed positive or negative relationships with the teacher trainers.
Secondly, the trainers' performance was not evaluated. In fact, the related results
showed that the evaluation of the teacher trainers' performance through the faculty
members who knew the field well could promote their development. These
finding suggests that:

(a) the staff development programs should be evaluated thoroughly to

enhance their effectiveness. As Guskey (2000) states, the evaluation

should focus on (a) participants’ reactions to the program, (b)
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participants' learning, (c) organization support and change, (d)
participants' use of new knowledge and skills, and (e) student learning
outcomes.

(b) The teacher trainers' performance should be evaluated through the

faculty members. Observations could be made and the teacher trainers

could be provided ongoing constructive feedback. This would avoid
lecturing based sessions.

Follow-up: The results revealed that the INSET seminars did not have a
follow-up component, which decreased the sustainability of the seminar.
Moreover, it was found that there were times that the teachers needed guidance of
a trainer to better their classroom practices. The findings also revealed that the
teachers needed something to remind the seminar to them and keep their
motivation alive. It can thus be suggested that:

a. A nationwide coaching system should be introduced with a local
coaching unit in each city. The teacher trainers with key competencies
and qualities should ensure the continuity of staff development through
guidance, constructive feedback, and encouragement. However, this
practice should not be in the form of an inspection and should be
enforced on a voluntary basis. These local teacher trainers could also
organize some remedial seminars for the English teachers in their city
regularly and attendance to these seminars could be voluntary.
b. If setting up a coaching unit is not possible within the current facilities,
an official online social network system could be initiated to continue the
interaction between the teacher trainers and teachers. The activities and
materials used during the seminars could be uploaded to this social
network to increase sustainability of knowledge and to encourage
teachers to use those materials and share the activities and materials they
have designed before and after the seminars.

Support: The results revealed that although the contexts of the schools
did not seem to have an influence on teachers' implementation level, the teachers
stated that they needed much more resources to use a learner-centered method in

class. In fact, they mostly covered their stationery expenses. However, it was
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found that this was not always possible. This finding suggests that the schools
should be provided basic sufficient technological materials and stationery (e.g.,
cardboards, crayons, etc.) to encourage English teachers to use knowledge and
skills they gained during the seminars and increase the frequency of applications.

5.3. Implications for Further Research

In this section, the implications of the present study for further research
regarding staff development and teacher change will be discussed to shed light on
the areas in which further research could be undertaken.

1. This study investigated the impact of staff development on teachers
and their actual classroom practices. The results indicated that the teachers
continued to transform the knowledge and skills into praxis based on the effective
and ineffective staff development processes. However, the results on their practice
are limited to the data collection process. More research is needed to better
understand if those knowledge and skills wash out, or if the teachers continue to
translate these into their teaching contexts. It could be thus suggested that a
phenomenological study could be used to develop insights on this. With this aim
in mind, a small group of teachers' perceptions and experiences regarding the
implementation of the learning experiences they gained in the seminar could be
explored in the long run with periodic semi-structured interviews.

2. The results indicated that the perceived changes in the attitudes and
achievement level of the students seemed to have a reciprocal relation with the
teachers’ pedagogical beliefs, pedagogical content knowledge, actual classroom
practices, and personal and professional growth. Considering that the major
purpose of staff development is to increase student learning, it is recommended
that further research be undertaken on how the staff development affects students'’
learning. This could be done through adapting a mixed methods research design.
In line with this, three teachers teaching the same grade of similar students and a
representative number of these students could be interviewed before and after an
in-service teacher training program to develop insights on teachers' classroom
practices before and after the training event. The students could also be

administered a questionnaire with high psychometric properties on classroom
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practices of teachers before and after the training as well to be able to draw a
relation between staff development and student learning. These data could be
complemented with students' portfolios and test scores as well as direct
observations conducted in their classes.

3. The present study revealed that the characteristics of the teachers and
could have an impact on the sustainability of the knowledge gained through the
staff development events. It would be interesting to compare the individual
teachers from the same school in how they transform the knowledge and skills
into practice to have an in-depth understanding of the effects of their
characteristics on the sustainability of staff development. In line with this, a
multiple case study could be employed to develop more insights on what makes
these two teachers differ and/or use the same way of teaching.
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